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The Histovical Developnient of the Principaiship s
» - ~ B 7 R - 1

Whal is a pnnupal" How has lhmprumpalslup developed over the years? What are
-the major :lements of training prograr’ns for prmup&ls — ycs(crday, today, and
tomorrow” This document presents som'e answ ers lo these questions. It is organized in-
to three sectiorfs. (1) The Historical Du\glopmun of the Pnnupdlshlp, (2) Traming -
Programs for Principals, and (3) Future Trends in Pymapal Training Programs. -

The principalship,?as it is fnowi (_oda,\', has haltingly and >poradi»al|_x evohved.
Great variations exist in its dev cIoprcr_u. The priwgp.tdyhip emerged in'scpagate regions
of the country. at different times. It way, fairly ¢ I established in (he secondary school .
system befare it became a part of the elementdry system. Follgwing is a wmpildion of o
the major elements in the dey Iopmun of (Iu suondar) and clementary principabhip -+
“in (hc United States.

. " . —-— -

Oﬁgins: i647-1900 . ST

"The Massachusetts law of 1647 required the estabhshment of an ciementary school in -
every towst of fifty or more familiey. and a grammar sckool in every tpwn of one hun-
dred or more familics. Selectmen were rc»ponslblc for Mmaintairing these sdloms, thus
becoming the first lay representatives of school management. The sclecimen found
themselves surrounded by a growing number of school problems, so they appointed.

’ spmal committees io help them manage these pr&blems.,Thug Lommiliees ucmually
obtained an identity apdrt from the selectmen, antd the school board came mto exis-
. tence (Jones, Salisoury & Spencer, 1969).
During the period when the selectmen and the schgol committees dperated the
schools,,a school with more than one teacher generally had a head teacher (Jones, et
“al., 1969). The Head teacher-was known by various tides. head master, rector,fprecep-
tor, provost, and occpsionally, principal (Ensign, 1923). Eliphalet Pearson, the first
head of the prestigioas Phillips Academy, was officia'll) know as preceptor. The
‘school’s records, however, frequently refer to him as **Principal Pearson.” 1fi a 1786
sontract, Pearson’s replacement was officially assigned the title of prmqpal([nmgn,
1923). The Common School Report of Cincinnati |mludcd lhg term “Principal’ in
1838, and in 1841, Horace Mann madc reference to a “*male pnnupal” in the Fourth
Annual Report of the Secretury of the Bourd of Lducation of Muassgchusetts (Pierce, .
1935, p. 11). - .

As larger schools developed during the latter half of the eighteenth century, the need
for organization and coordination of the instructional program grew. Teachers had
authority over their own classes, but in most <aces no one had real authority over the
entire school. The head teachers, still only occasionally Teferred to as “principal,’” had
to assume responsibilitwfor *‘deterrhining the time of opening and closing the school,
scheduling classes, securing supplies and equipment, taking cdre of and managing the
bunldm{,{md commumcating with parents and patrons’’ (Anderson & Van Dyke, 1963,
“p. 6). In addition to these duties, principals were often fequired to teach almost # full
load (Jonss, ct al., 1969). The principal alse*frequently served as the liaison between

" the teachers and the board of education, becoming, in fact, the prototype of the.
supcnmmdcnt of schopls. In 1837 the position of superintendent emerged in the

& " systems of Buffalo, New York, and Louisyille, Kentucky. The sGperintendency

EMC/ affected the role of the principal who no longer worked with the board of
. 1 FOVRN
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edu«.auon The pnnupal bécame respons:ble 10 the supermtendent and was likely 1o
_serve as the liaison betweer. the central office and his teachers (Anderson & Van Dyke,,
" 1963). : . R

- The preuse date of the emergenee of the elemantary School principal in America is
not known. The Quincy School in Boston may have had the first supervising principal
in 1847 (Fabor & Shearron, 1970). Eyidently, these early printipals represented ‘‘an ad-
ministrative convenience rather than posmons of recognized leadership” (Spain,
Drummond & Geodland, 1956, p. 24). Elementary prmcxpals in Cmcmnau were to per-
forni these duties:

-

1._function as the head of the school charged to his care:
2. regulate the classes and courses of mstrucuon of all pup:ls whether they occupied

his room or the rooms of other teachers;

.

-

. discover any defectg in the school and apply remedies;

make defects Known to'the wsxtbrs or tristees of wards, or dlstncts, if he were

unable to remedy conditions;

. give necessary instruction to his assistants;.

. classify pupils;

. safeguardschool houses and furnnure -

. keep the school cléan;

. instruct assistants; _— . .

10..refrain from impairing the standing of assistants, especially in the eyes of their
pupils; !

11. srequire thecooperauon of his assistants {Pierce, 1935, B 12)

.&N

[V - R e

Prmcxpals were selected on the bas:i of their knowledge of teachmg methods, of -
characteristics cf children, and of common school problems. 4

With increasing enrojlments during the latter half of the nineteenth century, the
probleriis of the schools became mor"complex As a result, the role of the principal -
began to change. Principals, though sull teaching, were spending less time in in-
struction. Boston principals in 1858 taught a half day and attended to administfative
duties during the other half. By 1867, principals in New, York Cicy were relieved of all
teaching duties, but nationally, non-teaching principals were still the exception. As late

as 1881, Chicago principals were required to devote’ as much a§ one-half of the day to’ .

instruction (Pierce, 1935). Respons:bxhty for routine and clerical duties gradually -

declined, while the principal was merea‘smgly responsible for the gene; al' management
of the scheol. This changing role was due primarily 46 the crowded conditions in the
school and the large number of minimally qualified teachers. The principal’s role

“shifted from that of tk.e ‘‘presiding teacher”’ of the school to one of ‘‘directing ' mana-

ger’’ (Gross & Herriott, 1965). Supervisory duties also increased. An 1859 list of ac-
tivities performed by principals meludeg (1) examjnation of classes, (2) classification
of students, (3) promotion of students, (4) conducting model lessont,and (5) exercxsmg
careful supervision over the discipline and mstrucuon\f the whole school. In addition,
many high school prmmpals were given supervisory duties over the eIementqry schools
in their districts (Piexce, 1935). .

With these changes the status of the principal in the community increased. Often the
high school"principal was referred to as ‘‘The Professor. »* He was accorded’ more
respect than either the elementary prmcxpal or the supermtendent and was cSnsidered
'q ha the scholarly, highly cu ured, intellectual leader of the community (Anderson &

KC Dyke, 1963). In 1884, St ..ntendent H{WT'of Chicago stated, “The prime fdctor

' 2
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;n the sutc:::w;ﬂugl §¢hodlsds thc'Prineit')aI ..."" (Pierce, 1935, p‘._ 39).
19(!0 Pr - . .

thd twentieth century approached, the board of educatron and the supermtendent'

became u.opvrnu.ed that the principal should have more control over his schoc!(Benden,
1966). Principals were beginning to be formally rex.ognued as the official interr.édiary
between the teachers and the higher administration. They were-given the night to set
and enforce standards that the students must meet before graduation. In addition,’

Prinaipals hgd the night to direct teachchguards. t> protect the health and morals
of pupils, supgrvise and rate jartors, Tequire the cooperation of parents, and requisition

* eduvational supplies. They were Jlearly recognized as the resnonsible administrative heads of
. -their schools (Gsoss & Herriott. 1965, p. 3). o { .

e Dl \ . ce oty .- .
The prmcrggrl«xas also given increased responsibility for the selection and assignment

K of teacher%. A New York City education policy (1899) reads: *‘No youag teacher can be

appointed to any school until after a time of probatron nor without the u“rcqurvocal
recommendation ()ftho’prlncrpal”(Plerce 1935, p. 36). .

Howc»cr as Prindpals bet.ame more responslble for the internal management of
schools, they became more content in their posrtrons Though they were granted many
opportunities for profcssronal leadership, thcy were slow in responding. During the

period from 1895 to 1910, prrncrpals wrote I;ttlc about their experierces; they were

reluctant to try new procedures; they conducted minimal rescarch in the field of
cducational administration. Prlncrpals like their teachers, were*professionally con-
servative. There was a tendency to maintain the status quo. As long as, there were no
ma}or problcms principals were content to let each teacher manage his own classes.
Superyision and evaluation were perfunctory. The principals fretted about clerical

problems and petty routine. They were reluctant to become vigorous, dynamlc leaders. .

_Principals hid behind their tenure rights, more concerned about the welfare of their
posrtlons than about the school’s instiuctional program (Pierce, 1935). A portion of
the Anfual Report of the School Committee ofBoston, 1903, vmdly illustrates this
rncrtra Superrntcndﬂnt Seaver rcIatcdthat ’ o

.
-’ .

a vpator, on asking the grammar school master, if he might visit the classes in a natural science,

was told that thefawas nore. When the visitor nsisted that natural science was in the course of

study, the grammar master rephed that principals allowed the superintendent to keep it there *

for ornamcmal purpdses, but they did not pretcnd 1o do anything about it (Pjerce, 1935, p. 19).

- 4

. The Amencan High School (1915), by Jehn Franklin Brown provrdes lnsrght into

the role and status of the principal in 1915. He calls the position ‘‘ancient -and
honorable.'* In describing the gualltles that principals should possess, he lists — in ad-
dition to all thé qualificdtions of the teacher — (1) feadership; ‘“a good organizer and a
good manager of people ** (2) knowledge, (3) self-confidence, (4) common sense, (5
- understanding of human nature and (6) personalrty, “honcst wise, sympathetrc (pp

Toan2n. . L :

In 1915 many principals were apparcntly still teachlng In)chools where fewer than
six teachers were employed, the prineipal’s duties were “confined to teaching and the
. partial management of the schools”’ (Brown 1915,p. 229). Principals had little input
in the selection of teachers and even referred severe student dlscrplme cases to thc
superlntendent . . .
- "arger schools, principals were providing evaIuatrve supervision. Brown lists three
]: MC i which the prlnc1pal assisted the teacher:




1. He may point out some personal habit or mannerism which is likely to interfere

with success. -
2. He may help the tughcr to do bet%cr teaching by quietly callmg his attenuon to
N specific ways in which improvzment:is possxble '

37 He mnay help the teacher in matters of discipline and mahagemem by calling at-
tention to what may reasonably be cxpt.cted'of a certain pupil in a given situation
and by helping him to study impulses and,Jnotwcs — his own as well as those of

+  students (Brown 1915, pp. 230-231).

. In his description f the principal, Brown reflects the predominant feelings of the
penod “Generally speaking, men make better pnncxpals than women, espetially in
Marge schools’’ (Brown, 1915, 1,. 240). His reasons for this were numerous. He felt that -
men were phys cally stronger and possessed more executive ablhty than women and
that men were more likely to command fully the respect and confidence of male stu-
dents and male citizens. Additionally, he believed that men were more judicial in mind
and less likely to 160k at things from the personal point of view. Brown felt that men
- were more sure to seize upon the importance of a question‘and that they were likely to
be better supported by subordinates (Brown, 1915).
The 1921 formation of the National Association of Eleméntary School Principals
- helped to strengthen the role of the, principal. Studies by the Association and its
publications stressed the responsibility of the principal to offer staff leadership. It
became apparent — though, not formally expressed — that one of the goals of the
Association was to move principals from the “‘routine and purely housckeeping facets
of their work to control of the instructional program’’ (Gross & Herriott, 1965, p. 4).
Interest in the study of ‘thé principalship begap to increase around 1919. Several
studies contributed to the increasing professionalism of the position. In 1919-1920 a
study was undertaken to ascertain the role of elementary school principals. First,
prolessors of education ranked vdrious functions in order of importance. They ranked
““supervision of teaching’’ as most lmportant followed by ‘administration,”’ ‘‘com-
munity leadership,”’ “professional study,’’ and ‘‘clerical work.”” From this list, the
duties of ““supervision,”” “‘admirfistration,”’ and “‘clerical duties’’ were chosen for,fur-
ther study. School superintendents were asked to evaluate these three duties in terms of
" the percentage of time they expected thewr prineipals to devote to each. Their ex-
pectations, in terms of thémedx;n percentage, was:

.
]

_ o ¢

Supervision . ...... S R PR e S 50%
. Administration ............ ... .. .. PP 20%
L Clerical Duties . . ... ... ... e e .. 10%

-

When the principals were asked to give the amount of time they actually spent.on these
duties, the discrepancies were astounding. In reality, the median number of minutes
spent per week in administration was 882.5. Principals spert 650 mtinutes each week
supervising teachers.and 510 minutes tending to clerical duties (McClure, 1921).

Boggs studied school board regulations regarding the responsxbllmes of prmcxpals in
thirty large cities in 1920. His conclusion was:- .

It appears that in the judgment of most school boards and supcrintendents, principals arc'not.
mainly officers of professional supervision, but rather odd-job and clerical workers whose
* businuss it 1s to keep the machinc.y well-oiled and smoothly running while other people per-

N l: TC form the higher professionat functions (Boggs, 1920, p. 741).

i)
. 4 {
.

j -




E

‘regarded as most valuable. They listed *‘supervision,

~ . K]
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Cubberly reported in"1923 on one study conducted by the Committee on Standards and
- Training for Elementary School Principalship. Of the six hundred forty-seven prin-
upals studied, forty seven percept held degrees and eighty-five percent were college
graduates .The median elementary school principal was a graduate of a two- -year nor-
mal school (an institution for the training of teachers, dating back to 1839 [DeYoung &
Wynn, 1972]) and was normal-certificated. Thirty-four percent of the princ.pals were
working toward a degree. The median clefnentary school principal in Pennsylvania was
fifty-one years old and had ten years of expericnce as an elementary principal. Still, in
1623, twenty-orie percent of the Pennsylvania elementary principals taught full-time in
addition to their principalship dutics and fifty-one percent had no clerical assistance.
Of the principals surveyed, fifty-seven percent were women most of whom held a nor-
mal certificate and ear\led a median annual salary ‘of $2400. The median annual salary
of male prfhcipals was_S"963. Principals were also asked the education courses thay
administration,”’ “‘tests and
measurements, “child or adolescent psychology,”
**educational psychology,’* “‘the principal,’ ‘* psychology of elementary school sub-
jects,"” **principles of education,’’ and *‘classroom management’ (Cubberly, 1923).

A similar study of h.gh school principals was reported in 1924. More than four hun-
dred secondary principals were included in the study. Less than forty were women. As

*‘techniques of -teaching,

the size of the community and the number of high school studenls increased, the |
proportion of femate prmupals decreased. The median salary for female principals was * .

forty percent_of the male principal’s median salary. Salaries for males ranged from
$1400 to $6000; their female counterparts earned for $1452 to $2500. L¥ss than one-
quarter of the prmc:pals held graduate degrees; most (66.5%%) held bachelor degrees
and slightly over eight percent held no degree at all (Koos, 1924). ’

The study further revealed that some of the principals were receiving additional
professional tratning at colleges and-universities during summer sessions. While the
median principal had taken nine education courses, almost a third of them had taken
less than four education courses. More than five percent of the principals had never
taken an education course. The prmupals in the stuly were asked to indicate the
education courses which scemed to bé of most use to them as prmupals Sixty-one per-
cent chose “hlgh school administration.”’ Only two other courses, ‘‘supervicion’ al]d
“psyuhology of adoles;cugc were viewed as useful by more than twenty percent of
the principals (27.5% and 20.3% respectively). Other courses which were chosen by at
least 1+ n percent of the principals were ‘‘principles of secondary education,”
“educational psychology,” ‘‘city-school administration,”’ *‘‘¢ducational measure-
ments," **high school curriculum,’* ‘‘philosophy of education,’” “
ments,”* ‘‘psychology .of high school subjects,” ‘‘vocational guidance,”” and
“technique’” (or gene.al methods). The prmcxpals also mdxca;ed coursés outside the
field of education which were of most use to them. Slightly less than twenty-three per-

cent of the prmcxpals chose, English. Psychology (not educational), public speaking,

and sociology were also chosen by more than ten percent of the principals (Koos,
1924). Only 6.2% of the prineipals studied had planned to cngage in educational ad-
ministration, leading Koos to conclude: e

.

The hlgh school principalship is an oacupatlon upon the work of which entrance is made

without its havmg been planned for during the period of undergraduate trammg and with

nothing 1n thg way of specialtraining, other than that necessary for teaching, having been
@ akento prepare for its responsibilities (Koos, 1924, p. 49).

Aruitoxt provided by Eic:
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Koos also investigated the activities initiated by, pripeigals \and others in the schoél
distric Table ! indicates the percentzges of four l}l.mdred twenty-one high schools in
which wiitiative inf certain activities was located in the principal or in the principal and
superintendent working cooperafively. In the pémaining schools, these activities were
initiated by the superintendent” alone, by ilfe board, or by other officials or com-
T . binations of officials (Koas, 1924). y )

~

R . 1
' TABLE 1
i Activities Initiated by Principals Alone .
and by Principals and Superintendents Cooperatively .
. K
S ‘ .
P, Principai
. ; ' . . . . and
) Activities Principals  Superintendents
1. Selecting new highx.sehool 1eACHETS. o cvvvvrrrvriennanaann 16.6 * 270 .
. 2. Recommending salary promotion .. ...... 0t ciiiieinnt , 150 ’ 219
3. Planningthecoursdofstudy...........ovieiiaiiiaann, 54.4 23.5
4, Organizingthe classschedule ... ovemee e it '87.9 4.0 .
S, AdMittingstudents . o« veevennreerraeieai i 67.7 8.3
6., Advising concerning courses and curricula ... ...l 774 9.5
" 7. Visiing classwork for supervisory purposes .. ... U eens 51.1 ’ 27.8
8. Conferring with teachersabout classwork. . ................. 66.0 20.4
9. Cailing and holding teachers’ meetings ... .................. 79.3 11.2 ,
10. Ordinary disciplinarycontrol ............coooiiiiiniinny 86.7 - 2.4 i}
11. . Disciplinary controf fnvolving suspension or expulsion . ....... : 38.0 18.3
12.  Controlling athletic relations. . . .......... e To69.1 6.2
13. Controllinig debating, dramatics,etc. «..........ocuue.n e 70.3 6.2
14. Selecting textbooks. . ... e e e e, 27.8 22.3
15. Selectingequipment .............. SR FRRTOPIP PP 26.4, 264
16. Approvingsupplylists. .« .o ovev it iii i aee 271 - 162 " .
17. Preparing the financialbudget .. ............... v . 7.1 " 7.8 »
18. Directing Janiors . .. . .evvuuuurnnsaaiiaeainn S 54.2 F40
19. Keeping records and repofts .. ... e tee e LA 81.0 31
0 N N

. . The principals were also asked to report on what aspect of the principalship they
were in most need of information. Respondents indicated that they needed information
concerning administration, supervision, curriculum, yesponsibilities of the principal, ,

and guidance (Koos, 1924). . ] ] . -
Koos’ 1924 study led him to the conclusion that thc» principal did,uot yet enjoy
professional status. Koos felt, however, that the doors to professionalism were w'ide

open and that several routes existed, including:

exténsion of the periods and proportions of specializcd'traming, recruiting capable yourg men

for the work, adding by mears of rescargh to the special content pertinent to the principalship 4
but still nowhere available, and seeking responsibility for morg significant functions of ad-
ministration and supervisfon of the high school (Koos, 1924, p. 106).

In'1928 a study was conducted to ascertain the percentage of time that principals
spent in five different task arcas. Principals spent thirty-four percent ‘of their time in’
supervisory duties which included pupil personnel duties. They spent thirty percent of

E TC time performing administrative tasks. Eighteen percent of the principal’s time
« N . A .

oo R o 610
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* was spent in Llemal work, while fourueen percent was dcvotcd to “‘other fanct” 1s
‘. which included, but was not limited to, Lommumty activjties..In 19°8 pnnupals were
$pending four perucng of their time (cachmg (Elsbree & Mc¥ élly, 1959) . .

Principals were not only managing schools i in the,early 1900's. 'Some prmupals were

- = creatively, adding activities to their school’s programs “Pi¢rce reports on the activities
by principals from 1915 to 1930 in three large ques - St. Louis, Chieago, and New
York. He lists U) pupil \.Iubs, (2) supervision of playground activities at recess, (3)
school newspapus, (4) pupil Aunmcs for promotmg, courtesy, (5) safety patrols )

clean-up campaigns, (7 prondmg clothing iha- fogr for the poor, (8) equipping

_schools with motion picture machines, (9) expermemal work in character education,

" angd (10) radlo mstrucuon (Plerte, 1935) T .

A sugvey “of elemengary wpe.nsmg principals at thx,s time rcn.alcd that forty-five

_ pereent of them were men and fifty- fnc"pcrwm were women. Only forty-six percent,of
.+ these %mupals hdd at feast a Bachelor®s degree; siateen percent of(hqm hetd at least a
Master's. The survey also showed that the average elementdry supérvising principal

+, Spent two hours cach wegh in community work. Twenty- -nine and a half percent of the
prmupals had the agyistance Qf oife or more full«umg clerks. The median salary “of
eicmuuar) supervising pnnupafs for the school year 1926-1927 was $2710. Principals
still were munimally involved with curriculum. Sixty-nine pereenjeof the clementary
pnnupals studied reporte . that the school curriculum was developed by teacher com-
mittees under the supersi .on of the superintgndent. Seventy percent ol the principals,

. however, n.pomd that they determined the placement of students. Twenty-six percen
of them reported that they had no voice in teacher selection (Cooper, 1967).

) Plcn; s summary of t . major accomplishments made by principals between 1918
and 19.5 is enlightening. The principal’s supervisory Tunctiops u.m.rall) muuu{d
The usc of standardized achievement tests and group inteiligence tests madg super-
visory procedures more, precise. Resgarch techpology facilitated experimentation in
vlassroom methods and matenals, and man) principals became skilled in conducting

+such experiments. Principals were able to *“apply.the methods of case study to solve the
_dlffu.n_hm Of mal-adgusted pupils,”” Tlu) diagnosed teaching and Iudrmm, difficulties
and Jdassified pupils on suentific bases. Pierce felt that the greatest ¢ d.\.“n«.cmgm made
by principals at this time was their tendengy to be critical of their own pragtivesand to

apply the methods of science to bring about improvement (Pierce, l93ﬁ) )
s\

Pieree reported that from 1918 to 1935, principals worked to improve their i image a
community leaders. Principals cncomag_.gd school and community participation in
Education Week. They secured schopl publicity through newspapers and radio. They
attempted 16 actively prepare students as better citizens (hroug_.h such mediums as
*‘clean-up cgmpaigns, sane elebrations of holidays, and uoopcmllon with public ser-
vives." Prificipals aligned themselves with police and fire departments in safety
promotions and with clection officidls in dissemination of votei information (Pierce,
1935, p. 218).

Principals became n.ore proficient as instructional leaders. !’rot}‘ssional schools of-
fered after-school semindars for principal in-service and instituted training programs for
the elementary and secondary school principals. Principals were active in planning in-
“service programs for teachers and in cenducting instructional teclinique classes after
,school and on Saturdays. Pierce called the principals “*students of the sucm,e of
education and the cdmauonal leaders of their teachers’ (Pierce, 1935, p. 221). The
“Jal's instructional involvemen tended to promou (h}; feeling that the prin-

.
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The fechny of growing professionalism continued throughout the thirties and ifito

_the torties. Accrediting agencies contributed to the pi ofessionalism of the principalship

by increasing the educational requirements for p;mupah A study of 561 high school_

| principals in 1948 revealed that all of them had a Bach." ° dcgrcc and nearly three-

. fourths, posscssed @ Master’s degree. More principals al ~ “ad, some teaching ex- ’

perience prior to entering the principalship (Farmer, 1948). As  dyof elementary prin-

cipals S1elded similar findings.-Nincy -seven pergent ofthe'suy . vising elementary prin-
cipals held at least a Bachelor’s degree in 1948, Sixty-four pc.rucm heid a Master’s
degree. This study revealed that eighty-cight percent of the teaching principals held at
least a Bachelor's dggree and thirty-eight percent held a Master’s degree (Jauobsou.

Reayes, & Logsdon, 1954). In 1948, supervising principals were spcndm_g thirty nine

percent pf ther Ilm(. performing supervisory duties. Admlms(ramc duties consumed

lwem) nime pm.cm "of thetr time. Supeivising pnnupals spent onl) two percent of their

- ume fcacnng, the remainder of their time was divided equally between clerical work

" and other functions (Elsbree & McNally, 1959). By 1948, the percentage of male ’
elementary supervising principals had increased to fifty-nine percent. Female represen-
tation had dropped to forty-one percent. Nearly half (47%) of the cletnentary prin-
cipals in 1948 had one or more ful-time clerks. The principal$ spent ap average of 3.1
hours 1n Lommunuy work each week and carned a median salary of $3622. The amount
of authority given to clementary principals in the late 1940°s was sul[ ifimal. Six per-
cent of the puncipals studied reponed that they were never consuligkbh sc’ ool system
policies. Tiventy percent had no voice in teacher selection thiy percent could use only
standard curncular materials provided to all schools in the system. Over half of the
principals{52%) had no voice in budget matters (Coopcr, 1%67). .

Very little, in terms of time allocation, had changed for the principal by 1958 Prin-
cipals were soendmb slightly less time in superVision (35%%) and slightly more time in
administration (30%). They were teaching three percent of the time, performing
clenical duties fourteen percent of the time, and performing othér duties eighteen per-
cent of the time (Elsbxee & McNally, 1959) By 1958 the percentage of male elementary
supervising principals had risen to sixty-two percent. Ninty-eight percent of the prin-

. cipals had eared at least a Bachelor’s degree, and six percent held a Ph.D. or the
equivalent. Time spent in community work also increased. Principals were spending
3.6 hours per week working with the community. Fifty-eight percent of these prmcxpals
employed one or more full-time elerks. The median salary for elementary supervising
principals 1 1958 was $6600. Although forty-five percent of the principals reported
they had no voice in teacher selection, in most areas of responsxblluy their participation

y  was increasing. Fifty-nine percent repqv(ed involvement in curriculum development.

i Se\cmy one percent reported joint involvement (teacher, principal, parent) in the

: placement of students within the framework of school board policy. Only five percent

of the mrincipals reported they were never consulted on school system policy; twenty-

five percent reported no involveinent in budget matters (Cooper, 1967). According to

estimates by the National Association of Secondary School Principals, in 1959-1960,

there were 28,000 principals and assistant principals in public schoois throughout the

United States. The duties of the principalship continued to increase. A 1963 textbook

lists these duties that “éhc truly professional principal must be competent to perform’’

(Anderson & Van Dyke,s 1963. pp.10-11).

1. Leadership in curnct’;lum planning. .
O Study and discussion, of educational theory and current development m secondary
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- education wrth the professronal staff and \school r)atrons ’ ' :
3. Organization of a program of studies approprrate to the needs of the puprls co}‘n

munity, and natien.  ° - . / g
4. Development of guidance and c,ounselmg sgrvrces ’ / i
5. Management of auxrlrary services'such as health, transportatiofifind cafeteri{x

6. Procurement and organization of library and instructional facilities and services,,
7. Participation in 'the selection of teachers and orgamzatron of the fauult§ to provrde¢
n. h-quality instruction. ¢ o . .
8. Development of uondrtrons within the school conducive to hrgh morale and
development of good citizenship on the part of students .
9. Development and maintenance ofgood facultymorale.
10. De\elopment and maiatenance of an effeutne program ofrn -service edmatlon for
"the faculty. ’ -
. 11. Development and mamtenan&} ot a sound progral’ﬁ of extr classroom acti\ities .
for all pupils. . .
12. Orgamzatron of the school day angI year 56 that the rnstructronal program fumc- -
tions efféctively. T .
13. Organization and management of récoros and offrce rouune needed for the ef-
" fective educational and business management of the school.” . :
14, Provisi on of leadership for participation of citizens in schoot af fairs.
15. Inu.rpretauon of the program of the schoolt‘o the x.ommumty, the superrntendent
of schools, and the Board of education.
16. Partrupatron in coordrnatrng educational services for youth in the uommumt), ‘
17. Management and supervision of the marntenange of the high school plant and
other physical facilities. VA
I8 Participation in the development of plans for future buildings.
19. Maintenance of cooperative and effective relations with legal agenues accrediting
agencres and other educational institutions.
20. Gontributions t6 the advancement of the teaching profession. -
* Anderson and Vah Dyxe (Table 2) conductéd a national survey to investigate he cer-
tification requirements for secondary principals in each state (Anderson & Van Dyke, -
1963). Since there were no national standards, the requirements varied greatly from
one state to another. In 1960-61, no principal’s certificates were granted by the Disfrict
of Golumbia or Michigan. Three states — Massachuseits, Missouri, and Wisconsin —,
required no teaching experience prior to principal certification, while Hawaii required
five years of teaching experience. The number of hours required in administration and
“supervision ranged from three (in Massachusetts) to thirty (in Florida, Georgia, and
'\'Txas), with the median being twelye semester hours. Connecticut had the greatest
degree requirement — a master's degree plus six hours.
The training of administrators received much attention during the ‘early sixties.
Douglass commented on this further push for the professionalization of the prin-

cipalship: - . . ) .

3

. .

.

It scemy most probable that the high school principalship of the near future, alohg with the
school superintendency, will constitute a truly professional calling, which will require not only
distinctly superior mental and personal characteristics but, also, continued technical pnd'
professional training and which will afford responsibility and prestige on a par with those of i
the more generall% recognized professions of medicine, law, and archiecture (Douglass, 1963,

p- 36).
Q

E lC ass advocated continued professional study in the field of educational ad-

¢
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. * e
. Mmtmum Reqmrcmcms in Teat! hing Experiénce Degrees, and, or Semester Hours for Secondary Prmup.ll s Certificate
- 5 . Yoy .. . . ;.l 1960-61 . : ~ i
E . - r} _
’ ' L RHounin I . ’ Hoursin N .
. . . i Graduaie Administration . . Yearsof B Geaduate * Adminivtration Yearsof
. -, i . Houes or and - Tvaching . Houn or and . luchlng
- ﬂtatﬂtn\ihmlmm - _ Iegree? Supenpion P Yaperiene §| States and Jerritories Degree” Supenision  —1- Lapgrience
\Iabama e 0T A BA Y Y 3l Mortana MA. T 10 3 -
Alaska B.A ¢ 16 16, 3 | Nebaska T BA. e 1S LIS 3.
T Arizona MA <912 . R} Nevada : . ! BALY 16 L6 3
A Arkagsas, . M.A. T8 . 3., || New Hampahire “BA. 118 6 3
Califarsia a8 . Lt * 2 [FNew lersey - © B.A. 24 24 O T
Colorado * . . M.A. I [ I 3 New Menico . MA. S 0 k]
Connecticut oo M.A. + 6 9 ) ¥ New York BA. +6 6 2
* “Délaware .. ° A MAL 9 ;s - |l North Carolpa CMAL . . 3
" * Pistrict of(olumbn Mo certificate gramted. v, - |l North D'\kom , B.A. 8 1& ‘ 3,
- Florida ~ M.AL ... 30 y 3 Ohlio . B.A. ¢ 12 - 12 3
© _Georgia . M.AL ~ 30 3 Oklalioma . M.AL 8 2
. Hawamp . : B.A.+6° /3( 10 L Oregon - o MA. Y - 8 ’ 3
idaho - MA 12 ) 3 Pennsyhania ’ M.A.br 30 t . 5
. Wikeis - . . | M.A. -20° « 4 Puerio Rico B.A. + 1S 15- 3.
. Indiana M.A. 18 3 Rhode 1tand- T MA0r30 |- 15 - 1,73
T oclowa . . M.A, R N 4 South Carolifha MA, .. 18 , 3
Kansgs - * e M.A. . g * . 2 || South Dakota BA- w2 |9 B P I
. Kentucky B.A. + 1§ 15 -3 Tefingssee . . MA. - 10 3,
,. Louisiana’ MA. . R . 3 Texas .1 30 ) o - 3,
.. Miine . B.A. + 18 6 3 Utah - 7T MA 12 3
Maryland | 30 1 ) 4 Vermont S 30 18 2
. Massachusetis B.A. k] * 0 Virginia . M.A. i -3
. Michigan No certificate granted. Washington BAL 16 16 , 1
."  Minnesota - .1 BA. +6 .6 1 West Virgittia ) M.A, 2
’ Mississippi ) B.A. + I2) 12 2 Wisconsin M.A. t 0
Missouri M.A. 20 0 Wyonung . - M.A. 24 <3
| )
Q *MA. degreels used as a general term to refer to any master's degree. A
EMC tPreparatios is required bat no specific numbey of hours is.stated. T -
) ' Note. Seccndary Schoo! Admimstration, L. W. Anderson& L. A Van Dyke, Houghton Mifflin Co., Boston, Ma.. 1963, (Reprinted by pcrmnssnon) _
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ministration. He recommended scv./ral years of teaching experience, *’at least a yéar of
graduate training for administration, . and a second. year of non-institutional
professional study early in the professron According to Douglass, a person seeking the
principalship should cdmplete academic training in the areas of (1) methods of
teaching, (2) educational psychology, (3) curriculum, (4) foundations of education,’(5)
‘guidance, and (6) specialization ip one or mere fields of subjcct matter taught in the
secondary schoot (Douglass, 1963).

A 1965 study of senior high school pFincipals conducted by, thc National Associdtion
- of Secondary School Principals revealed the attitudes-of principals toward the cowrses
they had taken Frﬂy siX percent of t}rc principals surveyed rated *‘supervision of_in-
struction”. as cssential while forty- -five percent rated ‘‘human relations’” as essential.
_Other courses which received signifitant ‘“&ssential’’ ratings (above forty perCEnt) were
.“secondary school organization,” ‘‘administrative theory and practice,” and’

“curriculum and program development.” The 1965 study reported that ten percent of
the prmupals held Bachelor’s degrees, thirty-five percent held Master’s degrees in
educauon and four poreent held Master’s degrees in fields other than education. For-
ty-se.cn percent of the principals held Master’s degrees plus additional course work,
including graduate nours toward a Doctoral degree. The greatest perceniage of the
principals (29%) had majored in the humanities as undergraduates. Eightcen percent
had majored in the sciences, fourteen percent in the social sciences, and only twelve
percent in education. The majority did, however, complete graduate work in the field
of education. Seventy percent of the principals studied majored in educational ad-
ministration. Twelve percent majored in secondary education, and seven percent
majored.in humanities &nd finc arts (Byrnc, Hines, & McCleary, 1979).

The National Association of Secondary.School Principals (NASSP) revealed that the
typical high school principal in 1965 was a male, between the ages of 40 and 45, who
had obtained his first principalship when he was in his carly thirtieS. He had been a
principal for approximately nine yeaks and had been a principal in no more than two
schools. (Only twenty-three percent of the prmcrpals had served as principal in more
than two s;hools) The typical principal earned bctwccn eight and nine “thousand
‘dollars per year (Byrne, Hines & MicCleary, 1979).

The NASSP ...-vey looked, too, at the job of the principal. Twenty-nine pcrgcnt of
the principals rcponcd that they worked sixty or more hours per week; eight percent
reported work weeks of less than forty hours, while forty-fivé perceni reported
working between fifty and fifty-nine hours per week. Apparcntly principals were still
teaching in some schools. Nine percent reported more than half-time teaching respon-
sibilities. Twenty-six peicent reported tcaehmg less than half-time (Byrne, Hines & Mc-
Cleary, 1979). p . .

Fhis survey also asked that principals identify obstacles or ‘‘roadblocks’’ in the
achievement of their job objectives. The five greatest roadblocks identified by the prin-
cipals were (1) variatiors in the ability of teachers, (2) time taken up by administrative
detail, (3) lack of time, (4) inability to provide teacher time, and (5) insufficient space

and physical facilities. When asked to rate the mflucnce of interest groups, principals
identified the three most influential groups as 1 citizens or parent, groups (other than
PTA), (2) athletic-minded persons (especially alumni), and (3) state college ard/or
universities (Byrne, Hines & McCleary).

In 1977, NASSP again undertook a similar study. The principalship had changcd
"“C“what since 1965. When the principals rated courses, the majority (over 70% on
KC ourse) chose five as being essential: *‘school law,” *‘currigulum and program

' 1
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development,” ‘‘school management, super\!;sion of instruction,” and ‘““himan ’
relations.”” By 1977, just one percent of the principals surveyed held only the
Bachelor's degree. Twelve percent held Master’s dggrccs in education, and two percent
held Master's degrees in ficlds other than education. Sixty-five percent of the principals
held Master's degregs with additional course work {(some leadinz to the Doctoral
degree). Nine pcrcer?‘t#of the principals held Specialist degrees and nine percent held
Doctorates. Most principals had majored in cither social science (26%%), sciénce (20%),
or physical education (17%) as undergraduates. Their graduate work, however, was
mostly in educational administration (71%) (Byrne, Hines & McCleary, 1979).

Males heavily dominated the principalship in 1977, making up ninety-three percent.
The typical high school principal was between forty-five and forty-nine years old. He
had entered the prificipalship when le was between thirty and thirty-four and had
‘served in no more than two schools. The typical principal earned between $20,000 and
$24,000 per year (Byrne, Hines & McCleary, 1979). =

In 1977, no principal reported working less than forty hours per wéek. The majority
(61%%) indicated that they worked betwcen fifty and fifty-nine hours per week. Twenty-
two percent worked more than sixty hours each week. According to the NASSP study,
the number of teaching principals was decreasing. Eighty-five percent reported that
they had no teaching responsibilities. Nine percent taught by choice, and four percent
\ taught regularly but less than half-time (Byrne, Hines & McClgary, 1979).

The five greatest obstructions to the successful completion of the principal’s job
were identified as {1) tir.. taken by administrative detail, (2) lack of time, (3) variations
in the ability of teachers, (4) inability to obtain funds, and (5) apathetic or irresponsible
parents. The three most frequently reported interest groups in 1977 were the same as -
those reported in 1965 except that ‘‘state teachers’ organization’’ replaced “state
college and/or universities”’ (Byrne, Hines & McCleary, 1979, pp. 25-26). N

The principal of the 1980’s carries qn the ambiguous role of the principalship. 'Bhe
superintendent secs him as the instructional leader of the school, yet an analysis of his
5 actual dutics shows that the principal spends a very limited amount of time in in-

i structional leadership. In a pilot test of an inst;ument to measure time allocation of
principals, fourteen middle aad junior high principals recorded their major “activity
each fifteen minutes of a Friday. The cumulative amount of time the principals devoted

to various activities is as follows (Howell, 1981): ‘ 5 .

Paper Work. ........ e e e e e 27 Sours
Parent Conferences . . ..o v vce e e e et e e 11 ?ours
Peisonnel Conferences. .. .......... e 11 hours
Discipline ..........0....... P 8 hours
Scheduling. . ............ Ve e e e .8 hours
Cafeteria. . .............. [P “evuve....:8hours
Supervision ... .. .- e e 6 hours
Instructional Lpadgrsllip ............................. ~...2hours

-, A similar study was underfaken on a nation-wide basis in 1980 by the Association for ,

Supervision and Curriculum and D‘:‘»clopmcnt, the University of Tulsa, and both

natiunal elementary and secondary principal’s associations. They surveyed one hun-

dred sixty-three elementary, middle, junior, and senior high school principals who

reported their major activity during 30-minute time blocks from 8:00 a.m. to 5:00 p.m.

“@ odays. A composite repor( shows that the average principal $pent thirty-two per-
EMCJ his time with office responsibilities. Faculty and community rc’la;i‘ons took up
AN 1 ' )
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twenty-five percent of his time. The principal spent 1;enty-or[1e percent of his time with
students and fourteen percent of his time with-curriculum (the actual range in hours per,
week was from none to fourteen and a half hours). When the principals were

categorized into the type of school they administered, it was found that elemenlary

principals spent moretime as instructional leaders (30%) than did mlddIe/)umor. hlgh .
school principals (25%) or senior high principals (20%) .The middle/junior high prin-

cipals spent the greatest amount of time with office responsibilities (45%). Only five

percent of the principal’s time j(_,gs‘ spent in personal/professional developmen.t

(Howell, 1981).

After studying the time allocations of pnncnpals, Howell made several recom-

mendations:

1. Today’s principal is engaging in crises management.and general operation. The

¥ Tunctions of the principal in insfructional improvement in the 80’s must be clearly
defined as a partnership with teachers in which the leadership responsibility is iden-"
tified as instruction expediter. | ' o

2. A series of courses on people managcment public relations simulation, ac-%
counting, <ivil law, and time management should be required. These are survival
coursés for educational managers that can be followed in due time by a ¢apstqne of

* theor&tical structures in curriculum. '

3. The continuing education of principals now in the field should concentrate on ways
to improve time use, tactics for delegation and processes for assessing needs and
initiating sound instructional programs. Also stress managcm‘ent, communication
techriques, and other coping skills should be included.

4. Term of employment for the principal should provide for ad uate* professional
and financial reward, but not guarantee employment ‘“‘in pcrpe?l tity.” Sabbaticals,
reassiznments to the classroom with added compensation, special assngnmcnts in
the area of management expertise an'd other aliesnatives should be considered for
professional employment (Howell, 1981,'p. 336).

Thus, the principalship has developed. The p['incipal' of today holds mueh in com-
mon with his predecessor. Many aspects of his job, howeyer, are completely new. The
job is rapidly changing and expanding, forcing principals to become increasingly adap:
tive. The next questions logically must be: What kinds of academic experiences have
principals had historically? How are principals currently being trained? What trends
arc likely to influence principal training programs in the future?

. . Trammg Programs For Principals

Trammg programs for pnncnpals are relauvcly new, Much has breen written about
such programs — most within the past fifty years. Principal training programs in
colleges and universities have developed somewhat independently and, uniquely. This
section includes not only an outline of the major developments in principal training
“programs, but also various oplmons concerning what constitutes effective preparatory
training for prlnC:pals. " ’ :

Writing about the 1930’ s, Pierce sald “The posmon of the principalship ‘became a
topic of study in the departments of education of universit.es, and courses, and even
programs, for the training of pnnc1pa|s began to appear in the offerings of
professional $chools” (Pierce, 1935, pp. 22-23). Indeed, we know that beginning in
0 1914 Columbia Umversny had a course relating to the p lncnpalshlp (Dawson,

[mc S e
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A 1930 article stressed the need for professronal trarnrng at the graduate level for
* prospective principals and outlrned a suggested program “for high school prrncrpals
(Eikenberrv, 1930). ’

I.  Fundamental coyrses -
A. Philosobhy of education
B, Educational psychology
C. General introduction to public school admrnrstratron
D. History of modern education
- E. Organrzatron of American seconhary educatron,
- F. Educational statistics r
i II.  Coursesdealing specifically with the work of the high school principal
SR A. High school administration - .
. B.. High school supervision - e A

C. Hrgh school curriculum R

D. Administration and supervrsron 1 of pupil activities n R —'/
"E. Administration of pupil guidance Pt

'F. Tests and measurement in secondary education—"""*

G. Public relations “ —

H1. Courses in administration usually designated for the school superintendent

A. School finance .. . . R

"B. Business management . . :

C. Construction and equipment of school buildings_
IV. Thesis dealing with a practical probiem in secondary school administration

A largely overlooked aspect of professional training — practrcal training nservice —
was strongly encouraged on the grounds that such experiende a; an assistant principal
or an understudy,would provide an opportunity f‘o: the student to put into practice the
_techniques he had learned in his courses. This i rnservrce would enable the prospective
" principal to enter his first principalship with ‘‘confidence in his ability to organize, ad-
minister, and supervise the school in accordance with the best theory and practrce
(Eikenberry, 1930). " .

Certification requirements for prrncrpals lnfluenced training programs offered by o
colleges and universities. In 1924, only seven states made distinctions ‘between cer-,
tificates given, to, high school teachers and those awarded 16 high school prrncrpals By
1934, 27 states gave separate principal certificates: Alaban'a, Arizona, California,
Connectitut, Relaware, lllinois, Jndiana, lowa, Kentucky, Maryland, Mrnnesota, “
Missouri, Montana, New Jersey, New Vork, North’ Carolina, North Dakota, o
Pennsylvania, South Carolina, South Dakota, Tennessee Utah, Vermont, Virgitia,
Washington, West Virginia, and Wyoming (Burke, 1934). .

The courses required for certification in each state were offered in the graduate

rggrainm olléges and ul‘h\lersrtres in that partrcular state, Generally no fixed
rrculum for the preparation of principal$ existed. Many times the prospect ve prin-
crpal s program was deSrgned to meet his individual- needs and to includé courses
srequrred for certification. Burke studied the offerings of 68 leadlng teacher’s colleges
."and schools of education and 3 departments of educatron in 3 state universities. He
. found that 18 oﬂhe programs were undergraduate, all others were graduate. The num-
."ber of required or recommenu.d courses ranged from one to sixteen, with over half of =
A the programs suggesting or prescrrbrng seven or more. Ccurses with 91 different names
ared on the 46 programs that were submrtted to the Bun\e study (Burke, l934)

* . < . -
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A 1938 sludy of training programs for principals in the state of New York found that’
the task of preparing administrators was performed for the most part by nonpublic
supported instituiions. Ccrllmauoxl requirements were established by the Stal% |
Education Department. The study suggested that lhe New York Board of Regents
-désignate certain institutions in the state for the preparation of superintendents, prin-
cipals, and supervisors (Judd, 1938).

An attempt was made in 1943 to ascertain where high school principals learned to be
principals (Sifert, 1943). Of the 66 administrative activities listed, in onty one, “‘the.
carrying on of research problcms” did as much as £0% (50.3%) of the pnncxpals in-
dicate that they first cneoumered it as a part of their college/unjversity “education. B
Slxghllv less than 50%% (43.3%%) emoumered “planning of research problems’” first in”~
their college, university training. Olher activities first encountered in college. university
training included: .

Making of age — grade studies S . 36.4%
Planning of bonded indebtedness programs. . ... ........ .o i 31.3%
Planning of general extracurricular activity programs ................. 30.6%

"The study concluded with the following comment: -

There is a very Jdefimite yuestion Tagsgd as to the desirability of training prospective principals in
the performance of vertain functionS™Qper half of these hlgh school principals went into their
punupalship and bumpedtinto 63 Jiew acf vities,(of 66) without any previous tnunmg (Sifert,.
1943, p. 466)

A 1948 sune) reuewcd lhc types, of courses’ offered in seventy- one elememary .
school principalship training programs. Thirty- four of the institutions offered a group
of courses designed to prepare administrators. Thirty-one offcrcd spcuﬁc courses on
the work of the elementary school principals. Only two of the institutions offered a
eombmauon of the usual teacher preparation courses and courses dcslgned speufually
for lhe principal.” A combination of general Hdministration courses and. specifi¢”

, elememary school administration courses was offered by four of the msmuuons The
survey questionnaire listed five Lmds of experiences which were usually included in
training programs. lecture uourseb, rescarch seminar, worhshop procedures, visits to
typical schools, and int¢rnship worh in schools. Sixty-six of the programs included lec-
ture courses; fifty:three included research seminars. Workshop procedures were q'scd
i fifty-one of the programs. Forty-nine of-the programs incorporated visits to typical
schools, and twenty incorporated internships. Siy of the programs included no lecture
courses, while two programs consisted of only lecture courses. One program used only”
workshop procedures. All except four programs used a combination of at least twp dif-
ferent types of experiences. All five types of experiences wete included ©  njpe-of (hc
programs'(DESP, 1948). - - e

Commenting in 1954 on training programs for pnncxpals, Otto saxd “Too many 1

3

colleges have a piccemeal program and too few institutions have a broadly dcslgncd

and competently staffed program’ (Otto, 1954, p. 664). He saw, however, some

. genuine effort toward the improvement of these programs. Some colleges and univer-

sities had initiated two- year programs leading to some lyp}f two-year degree Many

of these two-year programs included a supervised interrfShip, which though not a

panacea, was ““the kind of broad and thorough preparation demanded by the pnn-
cipalship” (Otto, 1954, p. 664).

T+ Cooperative Program in Education Administration (CPEA), initiated in the

F lc‘1950's,§ncoqragcd the improvement of !raining programs for administrators

o .
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# through *‘new in-service and pre-service preparation prograins, a wide variely of
research sludxcs on school administration, studlies on uommumty forces affecting ’
educational administration, and numerous field sludncs”‘ (Cooper, 1967, p. 395).
CPEA’s effect was great. Studies revealed that courses were less fragmented, seminar
Qppoitunitics were increased, and several other disciplines were becoming involved in

. the traning of adniinistrators. ‘Teaghing ‘methods also chdnged. The emphasis was on
ficld studies and laboratoty- type eaperiences, many times guided by individual student
needs. The number of programs offering internships mgeased The studies rcwaled .
several weak spats in administrator preparation, however« These included: :

1. The profcsuon at ldrge has 1ot yet reached agreemerfl on llu core”of content \\hld\ .
: should be offered. . L
W e have not as a profession taken an adcqualp look yet at the (o(al tdudalmn of sdnooF
admunistrators, tncluding therr undergradvate experiences. As long as lcadncr education
{s the base for subsequent adminstrator preparation, then (héqualm or requirements of
teacher education are.of vitat conegrn to profcssxonal level (rammg' ¢ . i '_‘
» . 3. Thereisa deadening repetition of content. .
4. The ctiucanon of school adminustrators 1s still affected too 'slroQgI) by the lradi(ional
graduate rcqu:remcms unposed by umvc;{;, -wide graduate counuls

5. Most progranis 1n school admunistrati s:e still inadequate m their allcnuon 10 ad- :
munastrative processes. There is, i most cases, an under- -emphasis on the vanables in
school admxms;rauon as comrasled with the constants. Important as both may be, | -

[ )

. . courses and field experiences fpust be foun@which  put the adnunistration student in a po- .
% . sitton 1o try puteas well as to sludy the unprcdlclablc derfands which are placed upon &
school administrators.* . . -t .
. 6. Deans and profcssors who have rcsppnsnbalny for planmng l-ralnmg programs for ad '
e %& < mimstrators must find way’s to appraise the results of rc»cm siccess 1n bringing other,

disciplines. l@olhc.rhimngofadmlmslrmora (Moore, 1957, p. 70).
Looking at the preparauon of elementary school principals in 1961 Daw son found
- Mour ma;ortypcs’ofcomcm patterns: * A

\ I. No special work in admiinistration
+ 2. "Oncortwo requlrcdcourscs plus, clectives
. 3. Several required courses in admmmrauon coupled with. some graduate work i mn
psychology, sociology, anthropology, and ‘related behavioral sciences
4. A year of graduate work including administrative knowledge “and theory,’

. behavioralsciences, technical skills, and ¢lectives (Dawson, 1961, p. 22) -
He found the majo ‘rends to be (1) broadened basic e'ducasion, (2) more scl’:clivg .
screeming, (3) gredter attention to the nature and theory of the administrativ ¢ Srocess,  -—-
{4) more mterdisciplinary seminars, and (5) grcater emphasis on human relationships

and interpersonal commumcauons . . . '
A synopsis of traming programs for principals in thc 1960°s 1 is proudcd by Faber and
Shearron. . . .

.

A modern prepargiory program for elementary school principals inciudes courses in genergl
admimstration taken in company with candidate,, for other kinds of administrative positions,
vourses in soctal and behavioral sciences, and courses in elementary school curriculum and ad
munistration, 1t utlizes such instructional techniques as the case study method, the usc\r)f
stmulated siluauons or other devives to help bridge the gap between theory and practice 1t may
utilize the internship as 2 means of providing some on-the-job expericnee for those with noor
hmited administrative experience (Faber and Shearron, 1970, P 246). .

Girard reported thdt the schools of education in the 1970 s provided students wnh a
“n}anagcnal overview of administrative issues and problems which are hPcIy to be
Py l: lCm educational practice.” He felt that schools of educaticn did not generate ad-
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mrmstratwe thcor,, they srmply borrowed it from other drscrp'hnes The, major em-
phasrs in educatiorial administration was on application. He suggestcd changes in the
“training programs of, prmupals including: (1) the addition of more courses; (2) the
requrrcmem of minors in specified area; (3) the houlmg of all scheols of administration
under one roof; and (4) the cooperation bemet:n varrous sc'hools of admrmstratro

(Girard, 1978). ' \?’

Current preparatory programs for prrnupals include requued course WOrk in
curmulu—m, educatjonal rcscaruh statistics, survey of educational admrmstraubn and
supervision of rnstructron The usual sabsence’ of ‘2 minor concentration arca has

" allowed - students the opportumty to take toursc work outside the dcpartm nt of
,eiu«.auonal admrmstrauon Usuglly these’ courses have beeh representative of
programs in researulr/statrsucs psycholegy, busmcss administration, history,

. management science, and. law (UCEA 1978). . . ‘ A

The need for a generalized course of Study is obvious inthat future job roles of in
dividuals-are usually unknpwn at the time a studcnt gnters a prcparatory program.
The variety and number of positions that fall within the context of educational ad-
ministration create an ifipossibility in tailo-ing specialized programs for students at thc
Master’s degice level. A«.cordmg to Mclntyre (1979), a program should include
orgahizational behavior* and development, policy studies,, decision making, huma
relatlonshlps, lo,iderslup, mstru«.tronal .mpro»c'nent managemgnt scrcm.e and suhoo'l
law. . & . . . ( .

Prcsent training programs for prmupals ‘offer students many dnersg,lopportumucs
and cxperremes. Numerous colleges and universities still provide rather t.rac'monal\
programs composcd primarily of lecture-type courses, while a sizeable number, of in-
stitutions of higher edu«.dtron hu»e opted for competen :y- bascd pnnurf)al training
programs.

A2

_ of field-baséd cxpcrrcnues as a part of the formal training. Following the introduction
of the Administrative Internship in Secohdary School Improveméit in 1963 by the
National Asspciation ©f Secondary School Principals (NASSP), tlio rnternshrp, or
practicum, has rapidly grown in popularity. The inczeasing emphasis on field-hased
experiences by institutions of hlghcr education dnd certifying agencies Justrfres further
discussion of this srgmﬁcam trcnd in the training of school principals.

Why Field- Based E \penences"

“A Lcntral LOﬂCCI’ﬂ_pf thosé e»ho prcpare educational admrmstrators is the pro«.css’

. by which an actor whn i< ol ying the rolc’of teacher comes to pla) effectively the role of

school principal. Historivally, this has beén done by thrusting an Actor from one role

abruptly into the other, with 'thc survival-of -the-fittest luw of the jungle controlling the

outcome’’ (Fcrrerra 1970). Au.ordmg to Ferreira, tliis concern for assrsung those who

. wish to make_the transition from teacher, counsclor, assistant principal or oth.r, to

principal, led to the establishment pf internships or pra«.tu.ums as an mtcgral part of
principalship training programs.

The internship or practicum in cdu»auona] administration has often been Lomparcd

to and patterned after the medical internship or the apprenticeship in law (Frlandson

1979, Lincoln, 1978). These internships.or apprenticeships have served prrmarrly to

initiate new collcagucs in the wide variety of mues, problcms and deusrcms con-

fronting full-fledged professionals. '

Qe University - Council for Educational Administration and the Amcrrcan

]: lCcratron of School Administrators jointly issued a set ofa(itron gurdes for the use of
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the internship in administrative preparation (1964). The initial statement proclaims,
**Professional preparation programs should include both the study and the practice of
school administration.” This statement reinforces the perceived importance of the
marniagr, of thcorctual classroom instruction to practical application in a job-like
situation, Although rRumerous approaches to simulating job-like experiences have been
tried with some success, field-based eaperiences have been the mos[ favored means for
the practical applicdtion of theory lcarncd in the classroom
Erlaridson (1979) has noted that in Llassroom situations most learning occurs
through spokenand wiitten words. This contrasts with ficld situations where the interp
must be sensitive to and able to rntcgratc unmru;tgrcd data from a brpader range of
data channels. Erlandson feels that the “lack of clear direct corrclation between
academic course-w ork in educational administration and success on the job may beto a
greft degree the y:sult of failure to provide the prospective school administrator with
_the cgncrete experiences that alone can provide fertile soil for the developmant of the
professional abstractions that are articulated in the academic classroom”’ (p. 151).
*This failure to provide thé ‘concrete’ experiences to support the theoretical bases
leads to graduate students efitering the profession who became syntactically adept at
.speaking jargon.while becoming only minimally.ecncumbered with the complexity of
thouight that lies behind it”’ (Erlandson, p. 153). ’ |
The admrnrotre}rwe internship allows trainees to move beyond the ccznitive levels of
knewledge and comprehension which camprise the bulk of cognitive learning taking
place in acad®hi nic classrooms, to the more complex application, analysis, synthesis,
and evdluation, levels. Adrﬁrmstratnc internships provide opportunities to practite
. skills to go W@L@%rmng, which results in the dcvclorfment of competericies. |
A compcl%ncy has beeny defined by Hairis (1975, p. 17) ‘“any combination of ‘
@ know e./ge and skill that is adeqﬁatc ‘or accomplishing some specified outcome. . . ."" ‘
Building a knowledge base for the prrncrpalshrp without sufficient emphasis on skrll |
clevclopmcnt results in trainees,who can talk about skills they may not be able to prac- |
tice. Field-based trarmng can provrdc opportunities for skrll development. 1
|
|

-

VWhat li Field Basmg

. . Field basing, as applied to administrative trainting programs, is quite simply moving
a poftion of a traince's learning experiences from a classroom setting to a field setting
such as a school district, state department of education or another appropriate
educational institution. Field-based cxpcricnc‘es.carf be called by a variety of names,
b\t are most frequently termed internships or practicums. For purposes of the
disyussion that follows, the terms internship and practicum will be .used’ in-
terchangeably, although many feel “internship’’ denotes a full-time assighment in a
ficld setting, while “practicum’* frequently is used tQ, describe a less intensive field ex-
perience that involves trainees in a field setting dunng their spare time. Mclntyre (1979, ~
p. 31) described the internship thusly: ‘“Unfortunately, internship is a word for
everything from a full- ume assignment in a’ field srtuptron for a semester or a school
year, to a spare-time arrangement whereby a teacher continues to teach but does a few

projects pertaining to administration during ‘off’ periods.”’
Feld-based training experiences have served a variety of purposes including:

-

Q districts, uniwersities, state departments of edtication and others.
F lCrlluwing administrative trainees to meet certification or licensure requirements.
i

o ’ 18 21
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1. Sharing responsibility for the training of future educational leaders by local school J
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3 Brldgmg the gap between theoretical classroom trammg and pracucal applu.auon
in Job like situations. .

4. Expandirg the pool of administrative applicants in general, and from stlected
groups such as won:2n and/or minorities.

5 "Deletion of those hot suited to administration.  «

6. ‘lmprovmg lcadership skills.

7. Teaching the routine tasks required in admlmstra;lve roles.

8. Providing additfonal university services to sponsoring field agencies.

9. Sfimulating the professional growth of host administratbrs. R

0. Providing a means to evaluate admmnstrame potential in. prospective ado

ministrators., S N
11. Reducing tcmeranIy the work load in certain areas for practicing administratoss.
2. Souallzmg the prospective administrator to the field of admlmstratlon (Llncoln,

1978; Davics; 1962; & Erlandson, 1979)
As is true regarding purpose, the structure for field based training of admlmstrators

has varied greatly. Some internships are highly formalized while others are.extremely
flexible and tailored to meet individual needs (Lincéln, 1978). Davies (1962) has
defined the internship as c.onsnstmg of the following elements: . »

1. The studcnt s field experience which generally comes near the completion of the
formal program of preparation.

2. A considerable block of time.

. 3. An opportunity for the student to carry real and continuous I‘CSponSlblllllCS ina

field setfing under the competent supervision of a practitioner.

4: Support at the policy level by the board of the lnstltutlon in wlmh the mtcrnshlp is
being complated. “ .

5. Joint sponsorship between the professional school (university) and the field agency
(school district or other cdueati@gl institirtion).

.

The scope of activities and ‘responsibilitics included in internships can be rather
narrow or extremely broad depending on a number of factors. Almost any combina-
tion of the following arcas, as well as others. have been included in internship ex-
pencmes suhcdulmg attendance, budgclmg, transportation, pupil personnel, student
agtmucs, Icadershlp, maintenagce, lnstrumon staﬁ personnel, school-community
relations and gencral administration. Many different' approadlcs to the internship have
been tried. The following section describes some representative approaches to the ad-
mlmstratwc internship. .

.

Proloty pes for the Administrative lnlernshtp

-

Lincoln (1978) has proposed a conceptual framework for administrative internships.
The framework identifies some general goals that might be accomplished by in-
ternships and-outlines the circurfistances under whith tnese goals are most likely to be
accomplished. Additionally, the model helps clarify for ,all those involved in the in-
ternship appropriate goals for interns based on carcer and profcssiona_l needs at the

_-time of the internship.
Lincoln’s model has two main dimensions: structure and orientation (Figure 1).
. Structure exists on a continuum. with some mternshlps being highly structured in that
duties, functions and rf:sponsﬂ)%lcs for the Intern are carefully spelled out prior to the
Jintern assuming his/her role. Qthey, internships are essentialty unstructured, with

Q@ s, experiences or opportunitics occurring in @ morg¢ or less random nature. An
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example of an unstructured internship according to; l.incoln is *‘power shadowing,”’
where an intern is constantly at the side of an effective adniinistrator who is in a
position to-expose the intern to meaningful experiences involving policy-shaping and
"~decison making. o ¥ . -

[ \\! *

-

. : FIGURE 1

]

Responsibilities
C .

S(ruc(u};d Uns?ruc(urcd
-l

Orientation .

.
PR S

Person-centered or role model *

Mission-, offive-, or institution-centered T

B -

" Function-or process-centered

N
«

NOTE. Admistratuve internships. & new conqeptualizz;non. by Y,.S. Lincoln, Planning and Changiﬁg.
Spring, 1978, 55-62. (Reprinted by permission.}

IS -

The orientation of an internship may be: person-centered or role model, mission-,
office-, or institution-centered, or function- or process-centered. The orientation of the
internship, according to Lincoln, should be highly correlated with thie, intern’s

_ professional goals and prior administrative experience.

EK

RN A v et Provided by ERIC

The person- c.entered or role model orientation involses the placement of the intern
with an exemplary administrative leadér who serves as a model for the internship. This
“power-shadowing’’ experience might be most appropriate for an intern who has little
or no previous administrative experience and who %n benefir by observing and par-
ticipating alongside a person of recogmzed administrative ability.

The mission-, office-, or institution-centered orientation involves placement of thé
intern in a setting which is a ‘“‘sub-set or specialization’’ within an area of a2
ministration. Lincoln uses student personne! administration, administration of con-
tmumg education and financial aid as some examples of this particular kind of orien-
tation in higher education institutions. Parallels in the administration of public schools
could easily be drawn and might include: business management, instruction, or per-
sonnel management. The mission-, office-, or institution-cantered orientation focus

would likely be chosen by interns who had some previous admmxstramc expericnce, .

were well advdnced in their academic programs and wished to spcc:ahz; in a particular
area of administration.

The function- or process-centered oriéntation is the.most $pecialized onentauon in
the model. lnterns utilizing th:s.onentauon would focus on a single aspect of ad:
ministration such as bu«lget construction or long-range planning, in order to gam an in-
depth experience in a chosen function or process. Lincoln provides the followmg exam-

ple of such an internship experience: ) . .
. .

-

For instance, shey he might well Legin such an internship in a Hngher Education Comunission,
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hearing requests from state institutions, move to the stat legislature and work with a Finance
or Ways and Means Committee, move back to a single iftitution to continue to study with a

Juef budget officer, and conclude his. her e\penencc with actual budget construction at the
wllegé or department level {p. 58). . .

Lincoln suggesnﬁhat this l)p&gf internship expenence is most appropriate for ad-
vanced interns or these who may already have completed terminal degrees, and are
practicing professionals. Such an intensive experience would allow these interns to .
develop a single functional expeftise, thereby equipping (hem to ad“anee into high level
admmlstrallve posmons - .
As ongmoves vertically down the orientation? in Figure 1, the inte. “ship types move '
irom the more general to the more specific and highly focused. Lincoln, kowever, is
eareful ta point out that sorne overlap is bound to occur in both structure and orien-
tation dimensions. This ou.rlap\ean be desirable in that the model can be stretched in
both dimensions to accomedate the peeuhar needs of-each individual intern. .
Lincoln concludes the disoussion of her conceptual frafework with several con-
siderations and cauuons _ d )

¢ The eoneepluahzauon implies that the intern is active in negotiating his."her own
experience.- :

*  Some of the variables that mlghl come 1mo play when assessing the identification
of needs and the assignment of interns might include: age, sex, quantity and
quality of previous administrative experience, career orientation and expectations,
lateral mobihty within a field, personahty mix bemeen intern and entor as well as
" others. , - -

s The intern should be provided with a broad range of experiences even in a highly-

. structured internstup. The intern must be allowed to develop additional knowledge
and skills beyond those which he/she already possesses.

¢ The model is desenpu\.e and not prescriptive and should be used primarily as a
device 1o assess previous experiences and propose future areas which will be of

-~ maximum benefit to the interp.

The Nauonal Association of Secondary School Principals (NASSP) instituted the’
Administrative Internship in Secondary School Improvement to develop new
philosophies and methods of educational leadership. The internship program, the
results of which are reported in Experience in Leadership (NASSP, 1970), was
necessitated by the accelerating pace of educational experimentation and innovation
charactenstic of the middle 1950's. A major lmpelus for mych of the innovation in the
secondary school ‘was the Commission on the Experimental Study of the Utilization of
the Staff in.the Secondary School. This Commission, with financial backing from the
Fund for the Advancement of Edux,auon and the Ford Foundation, sought to improve
education in the face of a critical teacher shortage. .

One of the key ¢onclustons resulfing from the work of the Commission was that the
scheol pnncnpdl gad to be the “moving force’ behind educational change ang’in-
novation. *‘He shguld be the one who knows what must happen in the school, has the
program to ensure that it will happen, creates the ciimate to give innovation a chance to
succeed and works side by side with teachers and students to see that it does succeed”’
(NASSP 1970, p. 6). The general feeling in 1960 was that formal training was not
preparing high schoal administ. -cors to exercise the Kind of leadership necessary to
bring about constructive educatnonal change. The NASSP Internship Project was an
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effort to produce a new kind of principal, one who could, in fact, provide leadership
for change.

The NASSP Administrative Internship Project got underway in 1963 with a two-year
pilot study involving 55 interns. The pilot study, underwritten by the Fund for the Ad-
vancement of Education, provided a one-year mternsh:p in a sg:hool setting under an
innovutive principal for selected interns. The primary responsxbll y for each intern was
to upgrade the instructional program in the school to which he or she was assigned. ;The
successful conclusion of the pilot study saw the expansion of the,program to include
443 nterns in 343 schools in a wide varicty of settings over a span Qof six years. The ex-
pansion of the Project received financial backing from the Ford Foundationi '

The NASSP Administrative ..iternship Project was traditional in some respects. The
typical intern was a *‘33-year- old marricd man with a Master’s degree, enrolled in a
Doctoral program’* (NASSP, p. 8). Although coordinated- by NASSP, the primary
components of the program were: the intern, the school, and the university. In other
more fundamental respects, the program was qunc different:

1.  Where most internships had formervly consxstcd of a trainee’s learning and copying
his supervisor’s practices, the NASSP intern had a responsibility to improve the in-
structional program of the school. This meant the intern was not to get bogged
down in administrative detail, but was to go about establlshmg a unique role for
himself — the role of a change agent. \

2. Theintent of the NASSP internship was not to maintain the educational status quo

. but to challenge and change it. .

A

Bight project goals were reported in.Experience in Leadership:

Emphaéizc thz instructional role of the principal. ]
Implenient innovative approaches to instruction.

Implement alternative courses of acfion to achieve a goal. .
Provide a risk orientation for interns.

Antroduce means for systematicievaluation.
Identify priorities in the use of time.

Identify inmovative administrators for the future.
Provjde in-service for interns.

Each of the goals was-realized with a high degree of success. Additionally, the
project was credited with. strengthening the resolve of participatin} schools to continue '
as innovators, improving cooperation between schools and universities, and en-
couraging universitics to develop internships as a part of their preparation programs
for principals.

Sweeney (1980) conducted an interesting study which was designed to assess the ef-
fectiveness of a lighly structured internship experience for producing change agents.
The saniple tor the study included 57 interns from the NASSP Administrativé Intership
Program who had bu.omc practicing secondary principals and 62 hon-interns who
were secondary prmupalx and were similar to the intern group in terms of career
aspirations, experience and educational background.

. A questionnaire was utilized to gather data to answer the following questions:

“

%NS e

. %

1. Doea a structured internship produce administrators who are n;’orc successful at
implementing innovative cducational practices thar. principals who have been
“trained in a traditional program? ’

U does o structured xmcmslnp produce principals who are more successful at
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adopting umovauve educational praetiees than principals who have been trained in
a traditional program?
3. Are those who participate in structured internships likely to mamtam educau‘nal

change efforts?

4. Do those who participate in structured m;ernships feel more or less proficient in
discharging their responsxbility in administrative areas other than educauonal
leadarship? (Sweeney, p. 42)

The results of the study supported the following conclusions: .. -

1. The ~ was no significant difference between thextwo ‘groups (mterns and non-
interns) in the number of inpovations impiemented in their schools.

2. Interns did not adopt a significantly larger number of innovative educational} prac-

tices than did non-interns.

Each group (interns and non-interns) averaged trying and abandoning two in-

novative practices. i ‘

4. There was no significant.difference in: the perceptions of the two groups regarding
their ability to discharge their responsibility in other administrati\ie areas.

= -

The major conclusion of Sweeney's stuay was that there was no ‘‘empirical evidetice
to support the use of an internship for training educational change agents'* (p. 44).
Swecncy did conclude, however, that the structured internship did produce pnncxpals
with more confidence in their ability to exercise educational leadership. This, he felt,
could perhaps ultimately lead to a higher success rate as educational innovators due to
increased levels of confidence. :

Barrilleaux (1972) reported on a cooperative eompetency -based administrative in-
ternship progtam between Tulane University and seven parish school districts in
Southeast.Louisiana. The program stressed the use of performance objectives in the.
design of the administrative internship with evaluation based on dctermimng whether
or not interns could execute the projected behaviors spelled out in the aforementipned

* performance objectives. Forty performance objectives were categorized into four key
processes: prescriptive, implementive, diagnostic, and evaluative. The major thrust of
the objectives was to orient the interns in the instructional leadership role of the prip
cipal. Thyee sets of observers, including the interns themselves, supervising ad-

* ministrators and university supegyisors, participated in evaluation. Agamst a standard
of 90 percent of the learrirs achieving 90 percent of the anticipated outcomes, the three
evaluating groups observed respectively that 27, 31, and 34 pcrcem. of the interns
‘achieved 90 percent of the objectives.
Somesignificant findings reported by Barrilleaux were:

3

1) The amount ot ume supervising administrators can spend or will spend interacting
with university interns and university supervisors is typically insufficient,

2) Some approach to internships that allows performance objectives to remain con-
stant while varving the time factor for achieving objectives needs to be examined.

The amount of time spent by interns in a field-based setting was not reported in this
reference. Additionally, since no technique for selectively choosing performance ‘ob-
jectives based on the individual heeds of the interns was reported, it must be assumed
that all interns were rlquir'ed to demonstrate all 40 of the identified performance ob-

jectlves
EM C McCleary model for competency- based tramlng for school’ admimstrators lS
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designed for individualization and contains three primary componentg; The first com-
ponent cludes the type of competencysto be attained. McCleary identified three types -
of comnetencies: technical, conceptual and human. The gecond component of the
model outlines the level of competence to be achieved. These are familiarity, un-
derstanding and application. The third component includes the content (Subject mat-
ter) and processes (methods) to be used to develop the needed competency.

One method of instruction included in McCleary’s model is the internship. When
competently used, the internship can be expected to provide a low level o familiarity,

dium level of undérstanding and high level of application. McCleary rasnks the in-

. terhship ngh in acquiring tichnical competencies and medium in acquiring conceptual
and human competencies. ’ :

A thorough understanding of McCleary’s analysis of the internship requires an . -
examination’ of the other sixteen instructional processes he describes, their levels of

) learning, and competencies to be learned. For example, when the internship is com-
pared to reading, reading is rated higher in acquiring familiarity and lower in acquiring
application as a level of learning. Similarly, in assessing the types of competency to be’

- leaened, the internship rates high in technical co tency, while reading rates low. Ef-
fective use of McCleary’s model seems to require X O{ing the relationship of one in-
structional process to another jn regard to the intended outcomes.

The application of McCleary’s theory has been individualized through the develop-
ment of competency-based nfodules (ILM Learning Modules) that allow a student to
develop a competency at the student's own pace, without waiting for a group process.
E#®h competency-based module (over fifty have been developed and field tested} is
designed according to one format. First, a tape-flip chart presentation provides a con-
ce~trated overview of the content. Second, a $tudy Guide provides sources for further
investigation, study questions, group discussion guide, and performance protyct
suggestions. Third, é‘iqg sheet provides for tracking personal pro_gress,'and finally,%?é”‘

. evaluation form provides feedback. Supplementary materials and exercises are in-
cluded when needed. - -

As of 1978, McCleary reported the use of ILM in more than one hundred wpiversities -
and in a much larger number of school districts. McCleary has.indicated a need for fur- |

-ther wc_zrk in"the development of other formats, pre- and post- assessment techniques,
studies which establish reiationships between training and performance, ‘and further
revision and validation of competencies and competency statements. B

The planned field experience for students in educational administration at Ohio

State University is designed to provide general and indepth admini'stratiye experiences.
It i> wtended to be individualized and uses self-assessment as a basis‘forT)Tanningihﬁ\
field experience. . C L
This self-assessment, entitled Administrative Competency Assessment and Develop- o
ment Systeni, attempts to measure students’ understanding, experience, ang training in
cight administrative processes. These.processes are planning, organizing, coordinating,
communicating, stimulating, evaluating, controlling, and changing. Students assess
their level of understanding, experience and training on several listed cofnpetencies
within each general process area. Upost completing the self-assessment, students confer
with faculty advisors at which time the advisor can add his or her impressions. The self- |
assessment form and confcrence become the basis for determining specific plans for the
internship or field experience. .
GMcl'vin (1977) reported on efforts by Indiana State University to develop a somewhat

P
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. different approach to the internship for the preparation of school principals. The Ex- -
. perimental Preparation Prograin, initiated in the su:nmer of 1971, contained these
" rather unique features:

1. The Indiana Départmunt of Public Instruction permitted a departure from the
traditional principal preparation program wlmh facilitated the dcsxgn of a new
program of coursework. ) .

Unnversity admissions requirements such as grade point averages and the
Graduate Record Exanunation were dropped, and prospective interns were identified
and recommended by practicing principals. Principals who recommended interns
agreed to proude the intern with a three-hour block of time daily for hands-on ad-

" ministrative éxperience in the school. o
. 3. Theinternship, along with accompanying seminars, took place ot ¢ one dgadcmu
. year. Theintern rccewcd 12 semester hagrs of credit for the experience. PR

. Other features ot the progiain, such as released time and financial arrangements for
. the interns as well as the involvement of university supervisors and host principals,
werz not radical departures from previous practices as reported in other internship

programs and were thus traditional in nature. N .

An e\aluauon undertaken at the conclusion of the third year of the program com-
pared the placement potential of intern participants to that of participants in the

University’s traditional program. Hiring officials considered the interns better pros-

pects than non-nterns in fifty-eight percent of the cases. Acadeinic achievement of in-

terns and non-interns was approximately the same, but positive attitudes of inferns,
host administrators and uniwcrsity supervisors toward the internship program were
considered a positive feature of the program. Perhaps the most convincing argument in
favor of the program is that it has been further refined, expanded to muludc more par-
ticipants, and is being continued as one of two program options for thosc who are
‘preparing to become principals. |
The initiation of administrative internship programs for minorities and women s a
relatively recent trend (Adkison 1979, Stringer 1977). These auministrative ipternships
have come about largely duc to the traditionally low representation of these groups in
key administratiyve positions and a general concern that the actual percentages may be
. declining. Project ICES (Internships, Certification, Equlty Leadership and Support) is
representative of internship programs designed for women andv or minorities.

Project ICES was implementad to test a odel for increasing the number of women
holding adninistrative positions in the public school system of Kansas (Adkison,
1979).. In order to accomplish this goal, the University of Kansas, Department of
Education and the Unitcd' School Administrators (umbrella administrators
) organization) formed a cooperatnc relauonshlp with ten school districts.

0 Each district selected one or two women teachers to participate in the program and
', provided fiéld-based scttings where the participants could work as administrative in-
terns for one year. The project paid each intern a salary that was less than half the
average teacher’s salary in most instances. The project staff provided technical
assistanw.to the interns and the districts in the design and supervision of intern

. programs. The University prov:dcd training through regular coursework and special
-~ - workshops.

) Major goals of the project included:*

~

, 1...tochange attitudes of those who hire admlmstrators
l: l C 2. toadd women to the pool of qualified applicants for administrative posmons
.S \ . L
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3. to help women gain spo.sors and access to formal and informal network= of
i *educatdrs in the state. ‘
4. rtodisseminate mformatlon about the pI'OJCL[ to state and national publics.

Adklson has |dcntmed sIX majon Soun.es of conflict dmong parucxpants in the
, project (pp. 2-3). Careful consideration of these conflict sources could serve to avoid
similar Lonﬂuts among those cooperatmg in the initiation of prOJec.ts e

1. The varied perspegtn es of practitioners and academics led to ﬂlsagreement over
decisions relating to a profect coordinator, the kind of cxpenemes most valu’able for,

interns, and-breadth versus depth of experiences. ¢ . - -,
2.,The newness of the organization led to conflict’ Lomermng roles and the relauon- .
ship among the roles.

3, Often the goals of the internship program were subordmated to orgamzauoral
goals of the cooperating agencies that were ore directly related to these agengcies’cen-
tral goals. Conmrns over contract negotiations, hmng, and the opening and closmg of
school took precedence over ICES board meetings, in-service, and so forth.

4. District administrators, as well as project staff, experienced ‘role overload as a
result of assuming additional responsxbllmes assomated with the project without
having other responsibilifies within their emplo; ing agencies reduced.

5. Although the cooperating units with the project were mtefdependgnt some were
_.more dependent than others, thereby creating some stress and conflict. The school
districts, since they chose interns and provided.field settings for the internship, were the
most independent and could, in fact, operate in lsolauon if they chose to do so, The
_variation in_degree of dependence among cooperating agencies made cooperauon
among some agencies (school districts) less necessary or desnrable than for other agen- .
cies tproject staff). When conflicting demands were made on iiiterns, they were more
likely to give prefereme to the wishes of the schdol districts. These experiences and
» .  considerations led Adklson to conclude: “‘the success of the program at evcry stage( )
) depends onthe school district”’ ®.3).

6. Because of the separation by distance between the project’ stomponents a weak
informal system developed. This handicapped the development of informal relation-
ships among project participants that would promote mutual understandmg, trust, and

support, -
Adkispn reports that several mechanisms emerged to dea! w:th the conflict resultmg i

from the factors noted above. Fewer project-wide meetings were held, thereby reducing
_ the occasion for joint decision making and, hence, conflict. Greater autenomy was
* given-to district admlmstratora in placing interns and designing training activities.
Since no choices were relevant to all members, of the Executive Committee of the pro-
ject, the project staff made decisions umlaterally after consultmg with those committee
members who might have an interest ina parucular decision. * t
The result of greater autonomy Jbeing granted to individual operating umts was
termed “‘healthy fragmentation” by Adkison. The organization of the pI'OJCC[ was
characterized as an *‘array of distinct clements linked by infrequent communication to
a director and a coordinator.”” This has led to greater -administrator costs for the
project and a LOnunuous effort on the part of the project staff to maintain and keep in-
~ formed about the organization. However, conflict has been reduced and project goals
_have been met or exceeded (three-fourths of the interns have been offered ad-
mlmstratwe posmons in Kansas).
Ikison offers this final analysis of the pr.)gram ' . .

EMC , ( : ‘
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This analysxs suggests that in organizations characterized thlgh potential for conﬂnct, few fqrmal con-
ﬂu.t-reducmg structures, and participants lacking ﬁmq and opponu&tes for negotiating orgamzauon-}vlde
policies,. components will be only loosely coupled to any central unit and toone another, This arrangement
. enables the participants to define their roles, responsibilities, and relationships cleaQ and to maintain their
enthusiasm for their work, perhaps it may alsq suggest guldelmes for those interested in lmplgmenupg s:mlla' :

mteragcncy stru‘q*ures (4. . . \“

e
e,

Obstacles to Freld Basing . 4*- ™~

The literature reports numerous obstacles to the developinent and lmplcmcntatxon of

_successful internship programs for the pre ration of principals. An awareness of

) potentlal pitfalls should.prove useful to those ' who plan for, or are participants in, in-

ternship programs. Follmeg are major problems a§soc1ated with field-based trammg
for potential principals as noted in a review of the literature:

1. There are no kpown studles of predxctwe validity that can demonstrate ef—
- ® fectiveness of field- based experiences. ¢
_2. There appears to be an inadequate understanding of the knowledge base and xts
functlons for preparing administrators. 4
v 3. Orgamzatum of learning activities is a problem for program planners. There is no
" formula to detcrm{’ne how much Iearmng should be individualized and how ‘much
+ should occur in groups. . +
4. There does not appear to be a universally accepted method or mcthods for trammg
- good administrators, male or female. . e
. 5. There is considerable_disagreement over the kind and depth of experiences that
should be prowQed to in‘erns. Some favor an emphasis on routine building ad-
mxmstratxon while others prefer that interns produce educationalproducts during the °
mternshxp experience, thereby acquiring a depth of experience in selected areas.
6. Field-based training is expensive, requiring cohsxdcrably mure time, energy and

staff than'classroom training. s
7. Role ambiguity for interns, host admlmstrators and university supervisors can

lead to conflict and resentment. ' )

8. Because dictricts feel they have a nght to control the training of “‘their people”

and are more independent than other cooperating agencies it can be difficult to

*- . promote joint planning and cooperative effort. _

v .

'Recommendations for ltlcreasing the Effectiveness of Field-Based Training Ex-
periences ’ . -

-

.

Based on thc review of literature the following" recommendatlons ot sug;,csuons are
offered for increasing the cffectwcness of field-based training programs:
1. Fhe ultimate success of internship programs rests largely with school districts.
Th«;/florc, school districts must be totally committed to such programs before they can ¢
be successfully implemented. ‘In the absence of school digrict suppott, internship o ’
programs should not be attempted. .
2.'Due to uneven levels of interdependence ampng parties partnc:patmg in internship
programs,_ (school dxstncts, universities, professional associations), cooperation will
depend on there being a significant reward for each party involved. Programs should .
. be designed to insure that each party does in ffa,reahze asignificant reward. |
3. Role expectations for those participating in mternshlp programs (mterns host ad-
O’ ~rators, university supervisors) must be cléarly ‘defined at the outset of a program

]: KC will serve to rcduce mlsundcrstandmg and conﬂlct
| e 27
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4. There is considerable suBbort- for educating *‘perceptive generalists’ rather than
Specialists dunng the mternshlp experience. Thcre is reason to believe that most interns
will pick up ‘the necessary administrative detail once they are actually holding down an
admlmstratnejob therefore, the lnternshrp should be devoted to training educational
leaders or change agents.

5. Internship experiences must be flexible o meet the - varied personal and
profcssronal needs of participants. Some conceptual model such as the one propused

by Lrncoln (1978) could be’used as an overall planning guide, but highly structured’
_programs in which cach intern has an identical set of experiences should be avoided.

6. During the internship experience there should be a blend of classroom experience
with the field experience to ensur® a firm bond between ‘the theoretical and the prac-

tical. Interns must tearn the right way to do things in conjum.tlon wrt the reasons why

certain alternatives are better than others.

7. A vanety of methods (reading, guided pra(':ticc, group discussions, seminars)
should be used Yo train interns. Méthods are neither good nor bad, but are effectwe or
tncffcctwc depending on the situation and purpose for which they are used. '

8. Adctwate time for the lnternshrp should be provided. Most are convinced that an
extended pcnod of time when the prospective administrator can be a student of ad-
mlmstratlon in a field setting is desirable. During this period the internship should not
be subordinated to agother rolg but should, in xact be the primary role.

v

. ’ - Future Trends in Prlnupal Trammg Programs . .

The prc«.cdmg seciion has outlined thc major developments in trarmng programs for

principals. In Februar), 1981, a national survey was conducted to ascertain the direc-

tions the training of schoal pnncrpals was taking. Based on a review of the literature
and conversations with university faculty memoers, an instrument was designed to
determine possible trendfs in certification requirements and program design/cotuent.
Respondents were asked to indicdte whether they thought each trend to be intreasing,
decreasing, or static. If the respondents foresaw a change (i.e., increase or decrease),

_ they were asked whether they perceived the change to be desirable or undesirable.

Respondents could also indicate if they were undecided about its desirability. Ad-
ditionally, the respondents were asked to project when the changing trend was most
likely to reach its peak: within five years, within ten years, or after ten years Possible
trends in the area of certification requirements were:

the number of college credits réquired v
required internships and practicums

successful completion of comprehensive examinations prior to certification

. thé number of years of teaching experience required )
requirernents for teaching experience at the level of anticipated administrative
certification . ‘

There were fifteen program design and t.ontcnt trends lrstcd on the lnsrrum«.nt These
were:

the requirement ror internships and practicums '
the number of college credits required for certification
individualization of educational administration programs

the popularity of t.ompctcnt.y -based educational administration programs
ducational administration programs especially for women and minoritics,

C
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6. the merging of elementary and seco'ndar; levels in.educational administration .
. programs ' . .
7. requrrements for courses outside the“college of education |
8. cooperative educational administration programS'“between colleges and Iocal
school districts - <
9. the financing of internships by local school districts - -
10. involvement of state departments of education in pre-service trarnrng of
__educational administrators-
.. 11. involvement of professional organizations i in educat" onaIadmrnrstraW Programs —
12. the emphasis.on human reIatrons training in educational administration prosrams
13. the emphasis on school law in"educational administration programs
14. the emphasis on school finance in educational administration programs
" .15. the emphasis on contract negotratrons in educat onal administration programs

. Additional space was left at the bottom of the mstrument for respondPnts to make
- .comments concerning Giher trends. .
" The instrument was sent to 204 persons. First, a letter and three survey forms were
"sent to the State Supertntendent of Education in each of “ifty states and the District of
Columbia. The State Superintendent was asked to give one rnstrument and letter of ex-
pIanatron to the person m the state department who was primarily responstule for cer-
tification. He was also requested to give the remaining two instruments to an exem-
pIary elementary principal and an exegtplary secondary principal within the statc. Ad-
drtronally, fifty-one professots of education (one from each state and the District of
;Columbra) were asked to respond to.the instrument. The majority of these were chosen
from alisting of the Natronal Advisory Board for the NASSP Committee of Professors
of Secondary School Administration and Supervision. Several states did not have
professors representing them on this committee. Therefore, professors from these
states were randomly selected from Who’s Who of the American Assocratron of School
Administrators to participate in this surVey

A total of 104 individuals responded to the instrument (50. 9%) Forty eIementary
and secondary principals returned the instrument; thirty-four professors of education
_responded; as did- thirty individuals responsible for state certification. The followmg\
analysis reveals what these groups of resp0ndel£ feel are major trends in the training
ufpnncrpals . -

An arbttrary cut-off point of 75% was chosen as the significant percentage for re-
porting trends that were seen by the respondents to be either increasing or static. Sincg
no trends were seen to be decreasing by 75% of the respondents, the three trends that
wete rated to be decreasing by the greatest number of respondents were reported. Ap-
pendix A contains bar graphs displaying total responses to each of the items.

" Increasing Trends

%

Over, 75% of the responding elementary and secondary- principals saw three in-
creasrng trends. All of these trends were seen to be desitable by a majority of these
respondents Also, most of the respondents felt the increasing trends were most likely
to peak within five or ten years. Thrrty-;hree of the principals saw the emphasis on
school law and contract negotiations in educational administration programs as in-

Q2. Only one respondent felt the increased emphasis on school law was un-
]:MC le, while four felt that the increase in contract negotiations was undesirable. _
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Thirty of the principals saw the emphasis on human relations training as increasing.
_None felt this trend was undesrr:Zfepp , .
The trend toward the emphasis on gontract negotratrons in educatron‘.l ad-,
ministration was Seen to be increasing by twenty-five of the persons responsible for cer-
ti_fication. Three of these respondents felt that this trend was undesirable.

_« Static Features ‘ -

*

. According to 75% or more of the réspondents, sevetal of the features are” remaining ,
the same. Thirty-one of the elementary and secondary principals saw the number of
years of teaching experience required for, ccrtrfrcatron as remaining the same. Twenty-
seveq of the state department of education certification persons also saw the number of
years of teachrng experience required for certification as cofistanf. These state depart-

mznt representatives felt the requirements- for teaching experi€nce at the level of an-
trcxpated administrative experience were remaining the same (23) The majority of _
professors of cducatron also felt that the number of years of teachrng experrence
required for certification was remaining the same (27).
*~. Decreasing Trends

3
A, .

Very few trends werc seen as decreasing? Thrrteen of thé professors of educatron
(38%) saw two decreasing trends —.a decrease in, the populafity of competency- baseg
educational administration programs and a decrease in the financing of internships by
Jocal school districts. Three of the responding professors felt the decrease in the ®
popularity of competency -based educational administration programs was un-
desirable. Eleven of the thirteen professors saw the decreased financing of the in-
ternships by local school districts as undesirable. Nine of the elementary and secondary
principals also felt that the finaneing of internships by local school districts -was
decreasing, and seven of them felt this trend was undesitable. Nine elementary and
secondary prrncrpals also saw a decrease in the merging of elementary and secondary
levels of educational admrnrstratron programs. This trend was rated undesirable by
four of theseé respondents. .

Planners of principal training programs of the future :would be well advrsed to study
such findings. The five trends cited most as lncrcasrng are:

required internships and practrcums for certifi cation

emphasis on human relations training in educational admrnrstratron programs
empbhasis on school law in educationa! administration programs

emphasis on school finance in educational administration programs
empbhasis on contract negotiations.in educational administration programs

The respondents have indicated that for the most part these trends are desirable ones. -
Since the financing of internships by local s@ol districts is thought to be decreasing

by respondents, and the majority who indicate such a decrease feel that it is an un-
desirable trend, planners must begin to search for funding for these rnternshrps and
practicums. The need for and desirability of field-based experiences (i.e., practicums
and internships), coupled wrth rncreased emphasis on human relations training, school
law, school finance and contract negotrauods, have important implications for prin-
cipal training programs.

Contingency Framework for Administrator Development: A Model’

l: lC ive prrncrpal trarnlng prugrams. need to clearly reflect the relationship of
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theory to practice. A framework for accomplishing this objective can be found in
Sergiovanni's, ef al, discussion of contingency theory (1980). Contingency theory is a
_general framework for analyzing and selecting from an array of existing theories those
elements which are useful for a given circumstance. It is based on the rejection of the
idea that any one model of organization and administration is superior to others in all
sitaations. Instead, according fo contingency theory, appropriate organization and ad-

+ ministrative processes and choices are contingent upon the particular character or
nature.of the organization itself, the environment of the organization at a giyen time,
and the task(s) the, Orgamzatron sceks to accomplish at a given time. An application of

Lontmgem.y theorywto administrator training programs scems appropriate when con-
-.51derm'g multidimensional components. This ,is the nature of the Contmgcncy
Frdmcwork for Administrator Development Model CFAD.

CFAD ¢an be ‘congeptualized in three dimensions: (a) Administrative Task Arcas; (b)
Administrative Processes; and{c) Admlmstrator-CharaLtcnstlLs The mod:i (Figure 2)
can beillustrated in rotating, LOﬂLCllll‘lC circles, which are intengded to prowdc aariety
of match-ups among the task-process- -characteristic dimensions. The implementation
of the model is through the design and delivery of activities which provide students’
varied experiences based on assessment of student needs. Wad- ’
ministrative training program, CFAD proudcs for .the ingegration of h.hm cal, LO[K
ceptual and personal skllls

e

E . ) FIGURE 2. - CFAD Model
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Dimensions of CFAD : ) - ‘ e

1

A review of literature supports the selecuon of eight administrative task areas

{McLeary, 1971; Southern Statés Cooperative Program in Educational Ad: -
ministration, 1955; Roscnburg, 1973; Stansberry, 1976). These task areas comprise the .

center ring of the concentric circles and are listed and defined below:

¥

1. Instructiofi and Curriculum Develrpment — .The assessment development im-
plementation and evaluation of the total educationl program of the school.

2. Pupil Personnel — The management of attendance, guidance and counseling,

drscrplrne and health services for the total student population of the school.

3. School-Community Relations — The establrshment and maintenance of effective
communications among the school'and all of its interhal and external audiences.

4, Staff Personnel — The management of all activities related to recrui....ent, seleg-
tion, assignment, development and termination of all certified and non- certrf}ed
employees in the school.

5. School Plant — The management of an efficient program of'OperatrOn and main-
tenance of the physical plant based on determined needs and available resources.

6. School Auxiliary Services — The management of safe and effective transportation

* and food service programs

7. Organization and Structure — The‘coordrnauon of planmng and scheduling for

the purpose of complying with regulations which mclude local board policies and
. state and federal guideliries and legislation.

8. Schoo! Finance and Business Mapagement — The administration of all budgetrng

and accounung procedures for the total school.

= These eight general task areas can be further defined into specific tasks to be in-
“cluded in a variety of learning activities.
The sccond dimension of the CFAD model is composed of seven administrative
. processes identified by Gulic, based on the work of Fayol (Lipham and Hoeh, 1974).
These processes, POSDCoRB, have provided the basis of numerous studies and were
. termed by Fayol as the “life functions of administration’’ (p. 22). The processes form

the second concentric crrcle of the. CFAD model and are listed and defined below:

1. Planning — Purposeful preparation culminating in a dccrsron which sérves as the
basis*for subscquent action.

i

operating unity of the organization.

Staffing — Obtaining and assembling the persennel necded to execute the plans of
the organization. ! N

. Directing — Starting action to keep the organization moving toward its goal.
Coordinating — The synchronization and unifying of actions of groups of people.
Reporting — Ascertaining how well objectives have been satisfied and how well’
performance conforms to predetermined standards.

7. Budgeting — Allocating of resources to accomplish the goals of the organrzatrqn

A\

S

The National Association of Secondary §chool Principals rnmatcd an %essment
center project tn 1975 whereih twelve behayiors and skills were selected to be Sbserved
in prospective administrators. For the purpose of the CFAD model, those twelve
behavioral skills have provided a basis for determining ¢levep personal characteristics

E @ are important to successful administrators. These personal characteristics provide

& -

Organizing — The subdivision, arrangement an' rclating of tasks to creatéA
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the third dimension of the CFAD model and comprise the spokes of the outer con-
. centnc circle. They are listed and-defined below (Hersey, 1978) .

1. Judgment — Ablhty to reach logical conclusions and make high quality decisions
based on available information.
. Decisiveness — Ability to recognize when a decision is required and to act quickly.
. Leadership — Ablhty to get others involved in a task to recognize when a group,
requires drrccuon and to effectively guide the group in its accomplishment ef a

3

task. | .

. Sensmvrtyt—- Ability to perceive the needs, conceps and personal problems of
others.

. Stress Tolerance -+ _Ability to perform under pressure and during opposition; to
think on one’s feet. .

. Oral Communication — Ability to make a clear oral presentation of facts or ideas.

. Written Communication — Ability to express ideas clearly in writing; to write ap-
propriately for different audiences.

. Range of Interests — Ability to discuss a variety “of subjects and desire to actrveLX
participate in various events. - .

. Personal Motivation — Ability to be self-policing; necd to achieve in all activities
attempted; evidence that work is important to personal satisfaction.

. Educational Values — Possession of a well-reasoned educational philosophy;

. receptiveness to new ideas and change *

. Conceptualization — Ability to integrate and symhcs ze muluplc organizational
components into a logical framework for action.

Application of CFAD ) . . - "/

ot -

A successful training program for school building principals must Larcfu}ly blend

" thése three dimension — task areas, processes, and characteristics — into a balanced

delnery system that provides the administrative candidate with ultimate effcctiveness

in all arcas. The CFAD Model provides development of technical, conceptual, and

human skills, and allows the student to see how the facets of ‘“principal” fit together

logically. Figure 3 illustrates a possible combination of compenents within the three
dimensions. -

The C}'AD Model is a conceptual framcwork for planning and implementing a
program to prepare future school aamrnrstrators It illustrates three essential drmen- . -
sions— administrative task areas, administrative processes, administrator charac- \
teristics — in concentric circles, for the purpose of allowing match-ups of any com- \
ponents included in the three dimensions. Once .he match-ups are identified, ap-

propriate thcory and application are introduced to the student so that the student un- \
derstands how the three dimensions are integrated. Application becomes possible
through various activities designed to integrate the three dimensions. Theory is in-
troduced as it relates to the activity undertaken. The degree to which a student becomes t
involved in the various componehts depends on each individual student’s knowledge,
skills,and self-awareness.
"
s Q . . -
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Ac\{vnlles

FIGURE 3. Combinaiion of components within the
three dimensions of the CFAD Model

f the CFAD Model is to generate multiple ac-
%te personal characteristics while engaged in a

+
Thc intent of the concentric cxrcles 0

AN
tivities that allow students to demonstr;
process ty complete a particular objective in a given task area. An example ofa mdtch-

. upis illust ated below.

Task ,Area

Curriculum and ‘

Instruction .
It

£

grades

N}
]

Process

Directing

-

-~

i
]: KC AD Model could be demonstrated through selc;:tbd activities.
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Characteristic

Léadcrship

)

l

" ACTIVITY: Dcsxgn and implement a proccss for de\elopmg Social Studies goals for
ong of the following bmldmgs (ar k . grades; (b) 6-8 grades; (c) 9-12

-

-

¢

@ OHank of-activities can be developed and coded so.that a spin of any wheel in the




:

.

Conclusion .

Theory = ' e A

Many students have difficulty realizing the relationship of theory to practice, largely
due 1o the lack of opponunmcs to seé the two integrated. The CFAD Model allows
what most textbooks-do not — an experiential relationship that integrates theory and
practice when it is appropriate. For example, using the illustration in Figure 3, group
theory, leadership thedry, and motivation theory \\omppropna(c theory bascs to
facilitate'the completion of the identified activity. .

Approximately a dozep theories have been ldLmlﬁCd that can be incorporated into
the CFAD Model. These gre listed in Table 3.

TABLE3 .
Theoretical Components of CFAD Model -

Role’ . - Tommunication
Motivation a [Organization . .

-~ Climate T Social Systems  +

) Leadership N General Systems
Decision-making ~* Pblitical Systems

. Values : " Grofip, .

. 0 .

4 7

The tash of the supervisor instructor is to guide the student through the exploration of
theoretical vonstructs (ha( ob 10u§|) relate to the activities in which the student is in-

volved. ~ .

'

Assessment -

Prior to any student involvement in the CFAD Model, self assessment dats should be
gathered that indicates a student’s awareness of personal charéterigtivs, eaperienges in
admiristrative processes, and hknowledge of administratise tash areas. Thi: Hara can be
used to predigt the areas of concentration a student will need m order to be broad-
based 1n educational administration and allows for the design of an individualized
program for the student. *

Post assessment instruthents*will indicate changes in hnowledge of tash areas, ex-
pcmse in demonstrating admnms(mlxu processes, and strengths and weghnesses in per-
*"sonal characteristics. .

Thl’OlthOUl the traming program, the dLEl’LC of concentration i all of the com-

~ ponents of the three dimenstons is dependent upon the student’s pereeived and dun}}) -
. strated strengtl.. in any given component, Self-assessment and instructor, supeivisor

assessment jointly indicate such strengths. '

ta L

- .

CFAD s a conceptual model for a training program for'.sdlpul administrators (gdl
can integrate administrative task areas, administrative processes and admunistrator
characteristics through theory and application. It is a flexible model that allows for in-
_ dividualized program designs. With computerized assistance, the program can be ef-
fecmelv managed with maximum results

ERIC . R

35



~ ’ ’ o ’ N L~
APPENDIX A\* : o
. M . . i
. ¢ . s Y
- . . --
°
< M P
' .
N -
. »
’ x A
LN
RN 4 ' .
a K - 7 —
° ’ &>
. L
. “
. L2 -
[
K
: .
»




sasuod'spu Jorquny [eiog,

7 8% 9 10 11%12 13 14 15 16 17 18

] Treqd Nuriber ‘ {
. . TC - . . (sec key) _ .
£ ‘ .

43




~ sasuodsay Jo Joquiny [el0L

“11 12713 14 15 16 17 18- 19, 20

. 3

AT : " Tiend Number : c .

JAruiToxt provided by ERic

= o _ - - s




~
e
2
pA
=4
2
(=2
[+3
-
(]
-
3
g
=]
7]
2

Trenc‘i Number
(see key)




Trend Number

s,

D O0 ) N

10

11

16

17

18

19

.20

_M&_‘.WN-—-

_ The number of college credits required for certification is: - )

' ministration programs is:

The emphasis on school law m ec*ucatlc"al admmlstrauon

KEY . .

- ’ * - . i
The number of college credits required for certification is:
Required internships and pt’actlcums for certification are:
Successful completion of comprehenslve examinations. prior to cer- .
tification is:

The number of years of teaching experience for certification is
Requirements for teaching experience at the level of antlclpated ad-
ministrative experience are:

The requirement for internships ahd practlcums is:

a0

Individualization'of educational administration programs js:
The popularity of competencyrbased educatlonal admmlstratlon o
programs is: .
Educational admlmstratlon programs especially for w. ‘en and -
minorities are: -
The merging of elementary and secondary levels in educational ad-"
ministration programs is: -
Requirements of course outslde the college of educatlon are: S
Cooperative educati admlmstrauon programs between colleges -
and local school districts are; © .
The fi nancmg of internships by local school districts are: ’ -
Involvement of state departments of education in pre-service
trammg of educational administrators is: . -
Involvement of piofessional opgamzatlons in educational ad-

v

The emphasis on human relations training in educatlonal ad-
ministration programs is: . .

programs is:
The emphasis on school finance in =ducational aaministration. -
programs is: )
The emphasis on contract negotlat|o1s in educational ad- 7:'\
myinistration programs is:

.
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